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When a ch i ld  i s  brought to a speech-language p a tho log is t  fo r  
assessment of  language delay,  i t  can be assumed t h a t  the ch i ld  and 
h i s / h e r  parents  are experiencing some degree o f  anxie ty  surrounding 
communication and, by ex tens ion ,  t h e i r  r e l a t io n s h ip s  with one another .  
Parents are  f requen t ly  concerned t h a t  t h e i r  ch i ld  has not y e t  begun to 
use speech or language in an expected way. They may be concerned t h a t  
speech and language development have been slow in onset  or r a t e  or 
both (Bloom and Lahey, 1978). Whatever the  reason,  these  parents  are  
aware t h a t  t h e i r  ch i ld  needs help. Few are  aware t h a t ,  to  help t h e i r  
c h i l d ,  they may f i r s t  need help themselves.
Webster (1966) w r i te s  t h a t  many parents  of speech-language 
handicapped ch i ld ren  experience g u i l t .  They wonder i f  they have 
caused t h e i r  c h i l d ' s  problem, how they may have con tr ibu ted  to i t ,  o r  
what they have done wrong. Some are  concerned t h a t ,  through a lack o f  
awareness, they are  a maintaining f a c to r  in t h e i r  c h i l d ' s  problem. 
Bloom and Lahey (1978), following a review of  pa ren t -ch i ld  i n t e r a c t io n  
fac to rs  in language learn ing  suggest  t h a t  some of  these fea rs  may be 
well-founded.
Although a cause-effect relationship cannot be assumed, these 
findings suggest careful attention to caregiven-child interactions 
in planning intervention. The interactional patterns should 
include not just the linguistic input, but the general pattern of 
communication. Nonverbal aspects may be equally, if not more,
important for language learning. Whether caregiver interactional 
patterns are a cause or result of the child’s behaviors, certain 
of these behaviors could interfere with the child's future lan­
guage learning. Aberrant speech or language behaviors, lack of 
clarity in communicating, and lack of responsiveness to the child's 
attempts to communicate are certainly not factors that can be con­
sidered conducive to language learning and are patterns that may be 
amenable to change through counseling and instruction (Bloom and 
Lahey, 1978, p. 555).
With t h e i r  p red ic tab ly  concise and wel l-phrased s ta tement ,
Bloom and Lahey have represented  the f i e l d  of communication d isorders  
wel l .  The f i e l d  has cont inuously admonished working c l i n i c i a n s  fo r  
neglect ing the c r i t i c a l  f a c t o r  of  parent  involvement in the remedi­
a t io n  process with l i t t l e  more than a h in t  a t  how.
How do we best  address ,  adv ise ,  and involve the parents  in our 
wai t ing  rooms whose c h a r a c t e r i s t i c s  are  so p red ic tab le  t h a t  they can 
almost be arranged in to  recurr ing  s e t s :  parents  so anxious about t h e i r
c h i l d ' s  delay t h a t  they demand a formula fo r  teaching language a t  
home, parents  whose in t e r a c t io n s  with t h e i r  ch i ld  have become so 
obviously negat ive and nonreinforcing th a t  n e i th e r  seems to care  much 
about in t e r a c t in g  with the o ther  anymore, or parents  of  developmentally 
delayed ch i ld ren  who, f r u s t r a t e d  by t h e i r  c h i l d ' s  lack o f  responsive­
ness ,  are unable to f ind  a level on which to r e l a t e ?  Surely these  
parents  want—and deserve—more than words of  c l i n i c a l  advice following 
a d iagnost ic  eva lua t ion  or a xeroxed handout l i s t i n g  language s t im ula­
t ion  techniques.
McLean and Snyder-McLean (1978) conclude t h a t
language learning occurs as a product of dynamic reciprocal part­
nership established between the child and the mature speakers in 
his (her) environment. Further, this partnership demands contri­
bution from both members. Most basically, the partnership demands 
mutual responsiveness between parent and child. Thus, it seems to
be critical for the adult to be sensitive to and respond to the 
child's specific efforts at communication, as well as to the child's 
general level of communicative/linguistic functioning. For his 
(her) part, the child must attend, process, and respond to the 
linguistic/communicative models provided by the adults (McLean and 
Snyder-McLean, 1978, p. 68).
Parents l ik e  those described e a r l i e r  may well need to modify 
the communication development environment t h a t  they provide fo r  t h e i r  
c h i ld .  Speech-language p a tho log is t s  must learn  how to help them do 
t h i s .  I f  the re  a re  problems with p a r e n t -ch i ld  i n t e r a c t io n  p a t t e r n s ,  
i t  may be t h a t  our e f f o r t s  should begin th e re .  Experience suggests  
t h a t  even the bes t  phrased recommendations to parents  f o r  f a c i l i t a t i n g  
speech and language development are a waste o f  e f f o r t  i f  pa ren t -ch i ld  
i n te r a c t io n  p a t te rn s  are negative in general .
I t  i s  the in te n t io n  of t h i s  paper to  describe a format borrowed 
from an a l l i e d  d i s c i p l i n e ,  psychology, t h a t  was experimenta l ly  adapted 
to help parents  understand th a t  "human in t e r a c t io n  i s  the corners tone 
o f  language development" (Hubbell , 1977, p. 230 c i t i n g  Mahoney, 1975) 
and th a t  i n t e r a c t in g  with others  in a p o s i t iv e  way i s  c r i t i c a l  to  the 
development of speech and language s k i l l s .
Chapter 2
CHANGING VIEW OF LANGUAGE DEVELOPMENT 
AND INTERVENTION
Most ch i ld ren  lea rn  language in a r e l a t i v e l y  sho r t  period of  
time without  b e n e f i t  o f  formal i n s t r u c t io n .  How, e x a c t ly ,  i s  s t i l l  a 
ques t ion .  T r a d i t i o n a l ly ,  language was viewed in terms o f  l i n g u i s t i c  
fo rms--par ts  of  speech, s t r u c tu r a l  diagrams o f  sen tences ,  and co r rec t  
grammatical s tandards .  Muma (1978) describes  t r a d i t i o n a l i s t s  as i n t e r ­
es ted  in the "products of  grammar." Those of  the generat ive  view, 
according to the same au thor ,  were taken with the  theory of  grammar; 
they attempted to explain  human ca p a c i t i e s  in producing u t te rances  of 
language. More r e ce n t ly ,  genera t ive  emphasis on s t r u c tu r e  has given 
way to  emphasis on cogni t ive  and communicative funct ion .
Bloom and Lahey (1978) w r i te  t h a t  the longstanding argument 
between those who held t h a t  language i s  innate  and accounts fo r  
a cq u i s i t io n  through maturation and those who bel ieve  t h a t  language is  
learned and shaped p r im ar i ly  through forces  in the environment may be 
l a id  to r e s t  a t  l a s t .  These w r i te r s  suggest  t h a t  n e i th e r  of  the 
extreme pos i t ions  can be e n t i r e l y  co r re c t .  They add th a t  both f ac to rs  
come toge the r  in a c h i l d ' s  in t e r a c t io n  with the context  and as the 
ch i ld  matures as an ac t iv e  seeker  o f  new information.
Language development occurs in the process of contact between 
linguistic categories (language form) and nonlinguistic categories 
(content and use) . . . .  there is a mutual influence between 
children's conceptual development (nonlinguistic object concepts 
and relational concepts) and the linguistic categories (linguistic 
concepts and structures) of the language they hear (Bloom and Lahey, 
1978, p. 284).
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M il le r  (forthcoming) adds t h a t  c e r t a in  environmental f ea tu res  
are  necessary to " t r ig g e r"  the capaci ty  to  communicate and to develop 
language, namely soc ia l  in t e r a c t io n  with ad u l t  language users .  She 
f e e l s  a c h i ld  needs to hear adu l t s  using a v a r ie ty  of language forms 
in order  to  communicate a v a r i e ty  of i n t e n t i o n s ,  and th a t  a ch i ld  must 
have an opportuni ty  to  p r ac t ic e  using language as a means fo r  g e t t in g  
h is  or her own needs met. From an i n t e r a c t i o n i s t ' s  poin t  of  view, both 
the genet ic  capaci ty  to develop language and the presence of  a stimu­
l a t i n g  environment are  required fo r  the development of  v iab le  communi­
ca t ion  s k i l l s .
Recent research in the areas  o f  normal and disordered language 
has a f fec ted  pervasive changes in the t h e o re t i c a l  bases fo r  in te rv e n ­
t ion  with young language-delayed ch i ld ren .  Speech-language patholo­
g i s t s  are being forced to reexamine t h e i r  t r a d i t i o n a l  approaches to 
remediation in the l i g h t  of new data .  Bloom and Lahey (1978) s t a t e  
t h a t  language in te rve n t ion  with t h i s  population involves modifying a 
c h i l d ' s  environment in such a way th a t  he/she wil l  be able to induce 
the i n te r a c t io n s  among language con ten t ,  form, and use. They have 
s t a t e d  unequivocally t h a t  "one cannot be i so la t e d  in a room apa r t  from 
the c h i l d ' s  l i f e ,  see ch i ldren  one or two hours a week, and expect them 
to lea rn  ea r ly  language s k i l l s "  (Bloom and Lahey, 1978, p. 55).  Muma 
echoes t h i s  sentiment with his  sta tement t h a t
Clinicians should realize that the more an individual is 
removed from natural contexts, the more power is lost in inter­
vention. Language intervention should occur in natural contexts 
in natural ways about natural things. Under those circumstances 
the probability is high that what will happen is not only directly 
relevant but will generalize to other natural events. Such inter­
vention is ecologically valid (Muma, 1979, p. 237).
Language in te rven t ion  in a highly s t ru c tu re d  s e t t i n g  ( i s o la te d  
from real l i f e  exper iences)  is  recommended only i f  a ch i ld  i s  unable to  
focus on any s t imuli  without  the reduction of  a l l  competing s t im u l i .  
Bloom and Lahey (1978) advise t h a t  even i f  i s o l a t e d  therapy s i t u a t io n s  
appear necessary,  in te rve n t ion  must eventua l ly  include s i t u a t io n s  r ep re ­
s e n ta t iv e  of  the c h i l d ' s  l i f e  so t h a t  use (emphasis in the o r ig in a l )  of  
language can a lso  be learned.  All of  t h i s  means t h a t  a public school 
speech-language p a th o lo g is t  cu r ren t  with the f i e l d ' s  in te rven t ion  
views wil l  f ind himself  or h e r s e l f  spending a good p a r t  of  the day on 
the playground, in a lunch room, or working in a classroom to f a c i l i t a t e  
language learn ing  d i r e c t ly  or  i n d i r e c t l y  through consu l ta t ion  to others  
important in a c h i l d ' s  l i f e .  Speech-language p ro fess iona ls  in a c l i n i ­
cal s e t t i n g  wil l  f ind  themselves moving from t h e i r  o f f i c e s  in to  a 
c h i l d ' s  communicative environment.
The most useful therapy s e t t i n g  fo r  a young language-delayed 
c h i ld  genera l ly  revolves around h i s /h e r  everyday a c t i v i t i e s .  Sessions 
might take place in group play s i t u a t io n s  (nursery school/classroom) 
or  in a one-to-one s i t u a t i o n  when the ch i ld  p lays ,  e a t s ,  or d resses .  
I d e a l ly ,  i t  i s  a c h i l d ' s  i n t e r e s t s  or d a i ly  rou t ine  t h a t  determine 
top ics  and a c t i v i t i e s .  I t  i s  the ro le  of the language f a c i l i t a t o r  to 
provide re lev an t  l i n g u i s t i c  input t h a t  codes these  ongoing a c t i v i t i e s  
which may, a t  t imes,  encourage re lev an t  v e rb a l iz a t io n s  from a ch i ld  
(Bloom and Lahey, 1978).
Muma's (1978) paraphrasing of  the 10 McCaffrey (1976) p r in ­
c ip le s  to consider  in conceptual iz ing/implementing a communication based 
in te rv en t io n  program serves  as a y a rd s t ic k  fo r  c l i n i c i a n s  to measure
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the appropria teness  of  t h e i r  remediation e f f o r t s .  The McCaffrey p r in ­
c ip le s  are  reproduced below.
1. Organic. The communicative process must be intact in 
intervention. Even though communication may be artifically 
segmented into components, intervention should not be on each 
component level. Intervention should deal with various com­
ponents as they are naturally integrated in a functional com­
municative system, thereby maintaining organic integrity.
2. Human. Because spoken language is a uniquely human form 
of social interaction, language intervention should be with 
individuals actively engaged with others. Human involvement 
affords opportunities to learn various functions of human commun­
ication.
3. Modeling. As an individual witnesses others' use of lan­
guage in the same contexts in which he intends to communicate, he 
is provided timely and probably appropriate models.
4. Practice. The more an individual uses language in pur­
poseful ways, the more adept he becomes with language. This is 
not imitative practice or drill, but using language in a variety 
of communicative functions. Language is like any other cognitive 
system such as perception and memory; the more it is used in pur­
poseful ways, the more it becomes available for use.
5. Integrating "talking" and "listening." Intervention should 
provide opportunities in which an individual functions as both an 
encoder and a decoder in actual communicative exchanges where 
these functions naturally shift between participants.
6. Match-up. The intervention materials and activities must 
match the needs of each participant. This usually means that 
activities should be sufficiently flexible so that adjustments can 
be made to match the needs of participants more closely.
7. External feedback. Feedback is spontaneously available in 
natural communication. As an individual becomes aware of the effect 
of his messages on others, he learns to alter his utterances to 
obtain more desirable effects. Feedback can be explicit (someone 
may say, "I don't understand") or it may be deduced from the actions 
of others.
8. Acceptance. A major premise is that each utterance in a 
natural communicative context is made for a purpose. The principles 
above will operate to modify utterances. Accordingly, utterances 
should be accepted rather than monitored by a clinician.
9. Principles, processes, ideas. An intervention program
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should be oriented on principles, processes, and ideas rather than 
on specific products. Rather than parts of speech and basic sen­
tence frames, intervention should be about functions of language in 
a variety of natural contexts. Rather than reach colors, per se, 
intervention should teach colors as static attributes of a variety 
of things.
10. Child-task orientation. One major goal of intervention is 
to help a child become an independent learner. One means of 
achieving this is to create learning situations that are flexible 
and child oriented (Muma, 1978, pp. 299-300).
While the speech-language p a th o lo g is t  i s  u l t im a te ly  responsib le  
fo r  planning ongoing assessments and changes in therapy approaches, 
Bloom and Lahey (1978) advise t h a t  parents  or o ther  careg ivers  of  
young language-delayed chi ldren  be included as language f a c i l i t a t o r s  
and th a t  the context  of  learn ing  resemble the natura l  environment as 
much as poss ib le .
Chapter 3
PARENT INVOLVEMENT IN THE THERAPY PROCESS
Much of  the recen t  l i t e r a t u r e  descr ib ing  language in te rve n ­
t io n  with young chi ldren  (Bloom and Lahey, 1978; Clezy, 1979; Lahey, 
1978; McLean and Snyder-McLean, 1978; Muma, 1978) i n s i s t s  t h a t  parent  
involvement with t h i s  population has moved out  of the category of  
"nice to have" in to  the "need to have" realm.
In normal language learn ing  Bloom and Lahey (1978), Bruner 
(1975), and Snow (1972) l i s t  c e r t a in  behaviors as precursors  to the 
development of language. Bloom and Lahey (1978) feel  t h a t  some 
behaviors are r e l a t e d  to  use of language: rec iprocal  gazing, regu­
l a t i n g  the behavior of o th e r s ,  and c a l l i n g  a t t e n t io n  to objec ts  and 
events .  Other precursors  appear r e l a t e d  to  development of  con ten t— 
behaviors demonstrating an increased a b i l i t y  to  rep resen t  symboli­
c a l l y .  S t i l l  o the r  behaviors may be precursory  to the development 
o f  language form--the  a b i l i t y  to i n i t i a t e  movement and voca l iza t ions  
t h a t  are  r e l a t e d  to the form of  l i n g u i s t i c  s ingna ls .
Bloom and Lahey (1978) suggest  t h a t  these  behaviors as ea r ly  
goals of language learn ing  should precede or be concurrent with goals 
to  encourage deducing conten t ,  form, and use r e l a t io n sh ip s  a t  the 
s ing le  word u t te rance  s tage .  Mahoney (1975) supports the importance 
of the  development o f  the e x t r a l i n g u i s t i c  modes as a means to communi­
ca te  with his sta tement t h a t  "Language a c q u i s i t i o n ,  t h e r e fo re ,  begins
10
when ch i ld ren  i n i t i a t e  non-verbal communication r a th e r  than when they 
u t t e r  t h e i r  f i r s t  word" (Mahoney, 1975, p. 140). Adler (1973), Broen 
(1972), and Wulbert e t  a l .  (1978) in d ica te  t h a t  an e s s e n t i a l  q u a l i ty  
o f  the verbal environment of  normal ch i ldren  i s  a "dynamic verbal 
interchange" where the mother gives p o s i t iv e  responses to her c h i l d ' s  
at tempts to use verbal communication and modifies her own verbal 
behavior to  meet the c h i l d ' s  a b i l i t y  to  respond. Bloom and Lahey 
(1978) quote Nelson (1973) in her landmark study as concluding t h a t
Parent's speech to children provides an ideal model to child­
ren for language learning. In its simplicity and redundancy, the 
speech that is spoken to children is an admirable presentation of 
form in a relation to content; in its flexibility, speech to child­
ren is well-tuned to the child's needs in different contexts, and 
it is progressively modulated to the child's developing capaci­
ties (Nelson, 1973).
In genera l ,  Nelson (1973) found t h a t  p a t t e rn s  of  in te ra c t io n  
between mother and ch i ld  served as ind ica to rs  of  an e f f e c t i v e  communi­
ca t ion  system. She noted t h a t  mother-child  communication systems in 
which each member operated in synchrony with the o the r  r e su l te d  in o p t i ­
mal r a t e s  of  language a c q u i s i t io n .
McLean and Snyder-McLean (1978) argue t h a t  a young c h i l d ' s  
i n t e ra c t io n s  with the primary caregivers  in h i s / h e r  environment are 
c r i t i c a l  to language a c q u i s i t io n .  These researchers  noted th ree  broad 
funct ions  of such in t e r a c t io n s .
(1) the child becomes "socialized" and learns to play the communi­
cation game through established patterns of mutual responsiveness,
(2) the child learns to mark the semantic segments of the dynamic 
events and relationships in his (her) world, and (3) the child 
masters the linguistic code through facilitating interaction with 
mature language users (McLean and Snyder-McLean, 1978, p. 244).
Studies of l i n g u i s t i c  input to normally developing children
have documented overwhelmingly t h a t  parents  t a lk  to  t h e i r  ch i ld ren  
about t h e i r  immediate needs and about what they may be seeing and 
doing in the "here and now" (Bloom and Lahey, 1978; McLean and Snyder- 
McLean, 1978; Nelson, 1973). Bloom and Lahey (1978) suggest  t h a t  
p a ren ts '  comments r e fe r r in g  to t h a t  which a ch i ld  i s  a lready a t t e n d ­
ing or  t h a t  which d i r e c t s  a c h i l d ' s  a t t e n t io n  to something in the con­
t e x t ,  appears to be the s ine  qua non of  language learn ing .
A f in a l  note on normal language learn ing  from Moerk (1975) 
i n d ic a te s  t h a t  parents  r a r e ly  c o r re c t  t h e i r  c h i ld re n ,  except f o r  e r ro rs  
o f  f a c t  and much le s s  o f ten  fo r  grammatical or  phonological e r ro r s .  
Parents of  ch i ld ren  developing language normally appear most aware of  
the content  of t h e i r  c h i l d r e n ' s  speech; they provide t h e i r  ch i ld ren  
with a model of  how the content  o f  language in t e r a c t s  with i t s  form.
Se i tz  and Marcus (1976) are  concise in t h e i r  explanation of 
some of  the d i f fe rences  seen in the i n t e ra c t io n s  developing between 
parents  and ch i ld ren  who are  delayed/impaired in development.
Interaction between the normally developing child and his 
parents is characterized by mutual responsiveness: each initi­
ates and reciprocates communications. When children's language 
development is delayed or impaired, this communication process 
may also become impaired with parents unable to respond appropri­
ately to confusing or reduced messages from the child (Seitz and 
Marcus, 1976, p. 444).
Sei tz  and Riedell  (1974) agree t h a t  i t  i s  the pa ren t -ch i ld  
i n te r a c t io n s  t h a t  c o n s t i t u t e  a c h i l d ' s  language environment and th a t  
i t  i s  the q u a l i ty  of  t h i s  environment t h a t  i s  most l i k e l y  to a f f e c t  
the verbal behavior of a slowly developing c h i ld .  These authors  
(Se i tz  and R iede l l ,  1974) reported some p o s i t iv e  immediate and long­
term r e s u l t s  from an experimental language therapy program with a
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severe ly  re ta rded  c h i ld  and her parents  t h a t  t r e a te d  the pa ren t -ch i ld  
i n t e r a c t io n  as the " treatment t a r g e t . "  In t h i s  therapy graduate speech- 
language c l i n i c i a n s  modeled the use of  s h o r t ,  simple, complete sentences  
to the ch i ld  as she played. They provided p ra i se  and p o s i t iv e  comments 
about the c h i l d ' s  a c t i v i t i e s .  They repeated and expanded any ch i ld  
u t te rances .  The t h e r a p i s t s  allowed the ch i ld  to i n i t i a t e  an a c t i v i t y  
and then used t h a t  a c t i v i t y  fo r  i n t e r a c t io n .  The c h i ld  was never 
required to speak. Se i tz  and Reidell (1974) noted t h a t  the e f f e c t i v e ­
ness of t h i s  type of  i n d i r e c t  therapy added support  to Wini tz 's  (1973) 
argument t h a t  language therapy need not begin with speech production--  
i t  might bes t  begin with speech comprehension.
Lahey (1978) c i t e d  a study by Wulbert,  e t  a l . (1978) as one of  
the few and most complete published s tu d ie s  of  the i n t e r a c t io n  between 
mothers and ch i ld ren  with language d iso rd e r s .  Wulbert,  e t  a l . (1978) 
i n s i s t  t h a t  i t  i s  necessary to understand how a c h i l d ' s  home environ­
ment i n t e r a c t s  with language development in order  to success fu l ly  
f a c i l i t a t e  language lea rn ing .  To summarize the Wulbert, e t  a l . d a ta ,  
i t  seemed t h a t ,  on the whole, mothers of normal ch i ld ren  enjoyed 
them, encouraged t h e i r  development a c t i v e l y ,  and took pr ide  in t h e i r  
accomplishments. Language-delayed c h i ld re n ,  on the o ther  hand, appeared 
to  f r u s t r a t e  t h e i r  mothers. I t  appeared obvious to the researchers  
t h a t  mutual in t e r a c t io n  was not p leasurab le  fo r  e i t h e r  mother or 
c h i ld .  Wulbert,  e t  a l . (1978) reported t h a t  mothers of  language- 
delayed ch i ld ren  in te ra c te d  le s s  with  t h e i r  ch i ld ren  and ta lked less  
p o s i t iv e ly  about t h e i r  ch i ld ren .  They more of ten  used t h r e a t s ,  spank­
ings ,  or  shouting as a means to punish t h e i r  ch i ld ren  than did mothers
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with normally developing language. Mothers of  language-delayed c h i l d ­
ren showed fewer p o s i t iv e  behaviors toward them, tended to t a l k  about 
t h e i r  ch i ld ren  in c r i t i c a l  terms, and seldom pra ised  or openly 
caressed them in the presence o f  observers (Lahey, 1978).
D i f f i c u l t i e s  in language a cq u i s i t io n  appear to be caused or 
aggrevated by some d i f f i c u l t y  with the ca re g iv e r -c h i ld  i n t e r a c t io n .
This f a i l u r e  may be due to some s i t u a t io n a l  or  personal problem of  a 
parent  ( i . e . ,  s t r e s s ,  anxie ty)  o r  i t  may be the understandable 
response to a handicapping condit ion of  a c h i ld .  In any case ,  i t  
appears t h a t  the ca re g iv e r -ch i ld  interchange i s  the proper  focus of  
in te rv e n t io n  in many cases.
Clezy (1979) laments t h a t  t r a d i t i o n a l  methods of  speech t h e r ­
apy do not allow fo r  the inc lus ion  of  the mother in the " c l in ica l  
regime" although the mother 's  i n t e r a c t iv e  s t r a t e g i e s  f requen t ly  need 
remediation along with the c h i l d ' s .  Clezy, an A us t ra l ian  speech 
p a th o lo g is t  with considerable  experience modifying the "mother-child 
in te rchange ,"  i n s i s t s  t h a t  the mother or s u b s t i t u t e  caregiven must be 
made an in teg ra l  p a r t  o f  an in te rv e n t io n  program, hopefully  the "agent 
of  therapy" (Clezy, 1979).
Bloom and Lahey (1978) a l so  propose t h a t  careg ivers  be u t i l i z e d  
as f a c i l i t a t o r s  as much as p o ss ib le .  They suggest  t h a t  observat ions  
of a c h i l d ' s  a t t e n t io n a l  p a t t e rn s  in d i f f e r e n t  contexts  w il l  provide 
the bes t  means of  deciding the degree of  s t r u c tu r e  needed. The authors 
recommend teachers ,  t e a c h e r ' s  a id e s ,  i n s t i t u t i o n  houseparen ts , and 
nurses or  n u rse ' s  aides as po ten t ia l  language f a c i l i t a t o r s  following 
in - s e rv ic e  t r a in in g .
Chapter 4
PARENT-CHILD INTERVENTION MODEL AND MODIFICATION 
FOR SPEECH-LANGUAGE
For more than 10 years  the psychology s t a f f  a t  the Child 
Development and R ehab i l i ta t ion  Center (CDRC), Crippled Chi ld ren l s 
Division,  Universi ty  of  Oregon Health Sciences Center has been involved 
in the development of  a t rea tment  model fo r  in te rve n t ion  in the psycho­
log ica l  problems of young ch i ld ren  thought to be maintained by the 
in t e r a c t io n s  between the ch i ld  and h i s / h e r  pa ren ts .  In 1969 Hanf 
(Eyberg, 1979) introduced a two-stage t r a in in g  program fo r  modifying 
maternal con tro l ing  behavior during mother-child i n t e r a c t io n s .  Since 
t h a t  time the subsequent in te rven t ion  model (Hanf and Kling, 1974) 
labeled C h i ld ' s  Game and P a r e n t ' s  Game (o r ,  in o ther  s e t t i n g s ,  Child 
Directed In te rac t io n s  and Parent Directed I n t e r a c t i o n s ) ,  has been 
widely used in the trea tment of  noncompliant ch i ld ren .
The C h i ld ' s  Game i s  descr ibed as e s s e n t i a l l y  a play i n t e r ­
ac t ion  in which an ad u l t  i s  taught  to follow a c h i l d ' s  lead ,  to  r e s i s t  
d i r e c t in g  t h a t  c h i l d ' s  play or  conversa t ion ,  to r e f l e c t  the c h i l d ' s  
s ta tem ents ,  to describe  and p ra ise  the c h i l d ' s  appropria te  behavior ,  
to answer h i s / h e r  q u es t io n s ,  and to ignore inappropria te  behaviors.
Over time t h i s  type of  i n t e ra c t io n  i s  sa id  to c rea te  or s trengthen a 
mutually re in fo rc in g  p a re n t -ch i ld  r e l a t io n s h ip .  B r ie f ly ,  the s i t u a t i o n  
appears to maximize the p o ten t ia l  fo r  p o s i t iv e  p a ren t -ch i ld  exchanges
as i t  minimizes the l ike l ihood  of  negat ive ones (Eyberg, 1979).
14
15
In the second component of  the model, P a r e n t ’s  Game, the parent  
becomes the leader  in the play s e t t i n g ;  he/she learns  to i n i t i a t e  
change in a c h i l d ' s  negative or deviant behaviors.  The parent  learns  
to  manipulate given s i t u a t io n s  so t h a t  the ch i ld  f inds  compliance more 
p leasan t  and enjoyable than noncompliance, even when a p a t te rn  of  non- 
compliance has been f irmly  e s ta b l i sh e d  (Eyberg, 1979).
The programs used to teach these new p a re n t -ch i ld  in t e ra c t io n  
p a t te rn s  (a t  CDRC and the o u tp a t i e n t  medical psychology c l i n i c  a t  the 
Universi ty  Hospital of  the  Universi ty  of Oregon Health Sciences Center) 
depend on carefu l  behavioral assessment to des ignate  the problems to be 
addressed,  to guide individual t rea tment  s e s s io n s ,  and to evalua te  out­
come. Those procedures a re  not d e ta i l ed  here . In s tead ,  focus i s  given 
to  a phenomenon mentioned by psychologis ts  working with these parent-  
c h i ld  dyads to t r e a t  behavioral d isorders  as an i n t e r e s t i n g  s ide  
e f f e c t .  Children involved in the C h i l d ’s  Game component of  the t r e a t ­
ment process are reported to increase  t h e i r  verbal output (Eyberg, 1970; 
Jones , 1978).
This w r i t e r  was assured ly  not the f i r s t  to wonder about the 
c l i n i c a l  a pp l ica t ions  of  t h i s  observat ion.  The s teady in f lu x  and sub­
sequent outpouring of t r a in e e  c l i n i c i a n s  in to  a u n iv e r s i ty  a f f i l i a t e d  
cen te r  fo r  i n t e r d i s c i p l i n a r y  t r a in in g  has a way of  spawning pockets of  
c l i n i c a l  experimentation throughout the United S ta te s .  McGrath (1979) 
reported  hearing of the treatment model through former psychology in te rns  
a t  CDRC who were u l t im a te ly  employed in his  s e t t i n g  a t  the Children 's  
Orthopedic Hospital and Medical Center in S e a t t l e ,  Washington. Although 
he is  unable to document the impact of the use o f  h is  adap ta t ion  of  the
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model ( p a r t i c u l a r l y  with parents  of  young dyxpraxic and hearing impaired 
p a t i e n t s ) ,  h is  c l i n i c a l  judgment about i t s  e f fec t iv en ess  f inds  him 
now using the approach fo r  the n inth  yea r  (McGrath, 1979).
S e i t z ,  a former in te rn  with the psychology group a t  CDRC, now 
in p r iv a te  p r a c t ic e  in Madison, Wisconsin, has published a number of 
a r t i c l e s  (Sei tz  and Hoekenga, 1974; Se i tz  and Marcus, 1976; Se i tz  and 
R iede l l ,  1974) o u t l in in g  her t r a in in g  program which uses a number of 
s tuden t  c l i n i c i a n s  to model various behaviors to f a c i l i t a t e  verbal 
express ions  between mentally re ta rded  youngsters  and t h e i r  paren ts .
The behavior modeled fo r  parents  includes following a c h i l d ' s  lead in 
p lay ,  avoiding excessive commands and ques t ions ,  and commenting on 
the c h i l d ' s  a c t i v i t i e s  (Hubbell , 1977).
The Se i tz  s tud ies  (Se i tz  and Hoekenga, 1974; Se i tz  and Marcus, 
1976; Se i tz  and R iede l l ,  1974) are  poin tedly  not e x p l i c i t  in t e l l i n g  
parents  which behaviors to use and avoid using in communicating with 
t h e i r  o f f sp r in g .  Ins tead ,  Se i tz  argues and Hubbell (1979) concurs 
t h a t  c l i n i c i a n s  modeling f a c i l i t a t i v e  communication in t e r a c t io n s  fo r  
parents  o f  mentally re tarded  ch i ld ren  are  not teaching parents  any­
th ing new. These researchers  be l ieve  t h a t  the behaviors t h a t  f a c i l i ­
t a t e  language development are a lready in the r e p e r to i r e s  of parents  
and t h a t  demonstrating the  e f f e c t  of  these  behaviors on the communi­
ca t ion  p a t te rn s  of t h e i r  ch i ld ren  simply encourages parents  to  use them 
more f requen t ly .  Seitz  a lso  r ep o r ts  ex tens ive  video tape use in teach­
ing and recording mother-child i n t e r a c t io n  changes over time (Seitz  and 
Marcus, 1976).
Hubbel l 's  (1979) d e sc r ip t io n  of  a basic th ree -se ss io n  t r a in in g
program he developed to teach parents  to f a c i l i t a t e  language use in 
t h e i r  ch i ld ren  i s  s im i la r  to the approach Se i tz  uses.  He, l ik e  Sei tz  
(Hubbell,  1977), uses a v a r ie ty  of  c l i n i c i a n s  as models in the b e l i e f  
t h a t  a parent  observer might i d e n t i fy  and feel  more comfortable " t ry ­
ing on" one c l i n i c i a n ' s  s ty l e  of i n t e r a c t in g  over another  and t h a t  
choices  are  important .  Hubbell (1979) adds a component o f  teaching 
parents  to switch back and fo r th  between f a c i l i t a t i o n  (following a 
c h i l d ' s  lead and descr ib ing  h i s / h e r  ac t ion )  and c o n s t r a in t  (a high 
r a t e  of  questions  and commands) to h is  program so th a t  parents  c l e a r ly  
c o n t r a s t  the two modes of in t e r a c t in g .
S e i t z ' s  general f indings  are t h a t ,  following extensive t r a in in g  
(one hour per day, four days a week, fo r  20 weeks or  more, e i t h e r  as a 
s ing le  p a ren t -ch i ld  dyad or  with two to  f iv e  o the r  p a ren t -ch i ld  p a i r s ) ,  
mothers tend to decrease t h e i r  r a t e s  of  ques tions  and commands and 
increase  t h e i r  use of  comments as they follow a c h i l d ' s  lead in play.  
Changes in a mother 's  communicative behavior a re  genera l ly  accompanied 
by increased in a c h i l d ' s  mean length of  response and number of 
u t te rances  (Hubbell , 1977).
Yet another  former CDRC t r a i n e e ,  Weybright,  now a speech-lan­
guage p a th o lo g is t  a t  the Por tland Center fo r  Hearing and Speech in 
Por t land ,  Oregon has jo ined  forces  with another  speech-language pa tho l ­
o g i s t ,  Rosenthal (Rosenthal and Weybright, 1980) in experimenting with a 
concept in language in te rv e n t io n  which these  w r i te r s  have termed 
In d i rec t  Language Stimulat ion (ILS). The focus o f  in te rven t ion  i s  on 
t r a in in g  parents  in f iv e  one-ha l f  hour sess ions  (one sess ion a week),
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and two months o f  p r a c t i c e  a t  home with t h e i r  ch i ld ren  so as to give 
the young language developing ch i ld  (under th ree )  "words fo r  the objects  
or ac t ions  with which he i n t e r a c t s  and to expand his sho r t  verbal u t t e r ­
ances without  demanding an immediate response" (Rosenthal and Wey­
b r ig h t ,  1980, p. 4).
While the Hubbell (1977) Rosenthal and Weybright (1980), and 
Se i tz  (Sei tz  and Hoekenga, 1974; Se i tz  and Marcus, 1976; Se i tz  and 
R ied e l l ,  1974) therapy approaches do not d i r e c t l y  teach from a 
C h i l d ' s  Game model as does McGrath (1979), each of  these  approaches 
emphasizes the fundamental goals embodied in the model: following
a c h i l d ' s  lead in a nondirect ive  play s e t t i n g ,  reducing the number 
of  adu l t  questions and commands, and commenting on the c h i l d ' s  
a c t i v i t i e s  and contextual i n t e r e s t s .  All of  the approaches u t i l i z e  
c l i n i c i a n s  s k i l l e d  in nondirec t ive  language therapy as models fo r  
parents  to observe. Parents are thus gradually  incorporated  in to  the 
sess ions  as f a c i l i t a t o r s  (a t  poin ts  in the therapy process varying 
with each approach).  In genera l ,  these p r a c t i c e  sess ions  continue 
u n t i l  parents  appear capable of  judging appropria te  l i n g u i s t i c  leve ls  
fo r  t h e i r  ch i ld re n ,  and t a i l o r i n g  t h e i r  language input  to t h a t  l e v e l .
Parent observat ion of  c l i n i c i a n s  modeling language f a c i l i ­
t a t i o n  i s ,  in a l l  c ases ,  behind a one-way mirror  with another c l i n i ­
cian providing ongoing commentary. The McGrath (1979) and Rosenthal 
and Weybright (1980) approaches u t i l i z e  a one-way e le c t r o n ic  i n t e r ­
communication system c a l led  "Bug-in-the-Ear" (worn by the rece iv e r  l ike  
a hearing a id )  o r ig i n a l l y  used with the psychology programs o f  Eyberg 
(1979) and Hanf and Kling (1974) to provide cueing and immediate feedback 
to paren ts .
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The Hubbell (1977) and Se i tz  (1974, 1976) programs do not 
d i r e c t l y  d e l in ea te  for  parents  the techniques  they are u t i l i z i n g .  
McGrath (1979) provides handouts descr ib ing  the basic  processes (see 
a d ap ta t io n s ,  Appendix A and Appendix B, pp. 51 and 53). Rosenthal and 
Weybright (1980) provide handouts and s p e c i f i c  p r ac t i c e  sess ions  on 
each of  the f a c i l i t a t i v e  techniques  ( inc luding s e l f - t a l k  and p a r a l l e l  
t a l k ,  d e sc r ip t io n  and l a b e l in g ,  im i ta t ion  and expansion) they descr ibe  
fo r  parent use (see adap ta t ion ,  Appendix C, p. 55).
Although Rosenthal and Weybright caution t h a t  t h e i r  p i l o t  study 
i s  not  co n t ro l led  fo r  the e f f e c t s  of  matura t ion ,  socioeconomic s t a t u s ,  
preschool experience,  or the inf luence of peer or s ib l in g  s t im ulus ,  
they are exci ted  t h a t  t h e i r  i n i t i a l  data demonstrate changes in 
language t h a t  mothers address to t h e i r  ch i ld ren  and in c h i ld r e n ' s  
communication a b i l i t i e s  (measured by p re t r a in in g  and p o s t - t r a in in g  
language evalua t ions  u t i l i z i n g  the Sequenced Inventory of Communi­
ca t ion  Development [SICD], the Vocabulary Comprehension S ca le , and 
measures of  mean length o f  u t te ra n c e ) .
■ Each o f  f iv e  ch i ldren  s tudied  ( a l l  boys under the age of 
t h r e e ) ,  gained e ig h t  months in recep t ive  language and 7.2 months in 
express ive  language s k i l l s  (measured by SICD scores )  with the only 
form o f  in te rv e n t io n  being the ILS: s e l f - t a l k ,  p a ra l l e l  t a l k ,
d e s c r ip t i o n ,  expansion, and " a l t e rn a t iv e  mode" (defined as s im i la r  
to expansion with the inc lusion  o f  add i t iona l  conceptual information)  
supplied to them by t h e i r  mothers a t  home. Logs kept by mothers of  
ch i ld ren  in the study ind ica ted  t h a t  the boys received an average of 
57 minutes of  d a i ly  ILS from t h e i r  mothers (Rosenthal and Weybright,
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1980). A dampening note i s  sounded by Hubbell (1980) with a r epo r t  
of  some i n i t i a l  data  from his  experiments with f a c i l i t a t i v e  language 
techniques t h a t  in d ica te s  t h a t  some parents  s top using f a c i l i t a t i o n  
p r a c t i c e  sess ions  when the t r a in i n g  process and home observat ions  are 
f in i sh ed .
This w r i t e r  wonders i f  one measure of  change might not be a 
gen e ra l i za t io n  of  f a c i l i t a t i v e  behavior to a l l  areas  of  parental  i n t e r ­
ac t ions  with a c h i ld .  By way of  analogy, the purpose o f  d ie t in g  
techniques  fo r  the weight conscious i s  not to  keep p r a c t ic in g  the 
techniques  of  d i e t i n g ,  as i f  d ie t in g  were an end goal in i t s e l f - - b u t  
r a th e r  i t  i s  a general ized  change in ea t ing  h ab i t s .  When t h i s  change 
gen e ra l iz e s ,  the p r a c t i c e  sess ions  of  counting c a lo r i e s  or  measuring 
food amounts no longer serve as primary evidence of  success .  C lear ly ,  
these  in te rve n t ion  approaches described are in need of  more ca re fu l ly  
designed longi tudina l  research e f f o r t s  to v a l id a te  claims of success .
Chapter 5
WORKING MODEL ADAPTATION FOR USE WITH 
PARENT-CHILD PAIR AND PARENT GROUP
Information and prel iminary data gathered from the s tud ies  
reviewed in d ic a te  t h a t  i t  i s  poss ib le  to teach parents  to modify the 
communicative environments of  t h e i r  young language-delayed ch i ld ren .  
While t h i s  c l i n i c i a n  i s  e c l e c t i c  in approaches to language i n t e r ­
vention and eager to  adapt fo r  her own use some of  the techniques 
descr ibed ,  she i s  most of  a l l  a p ragm at is t .  She doubts t h a t  the 
e l e c t ro n ic  Bug-in-the-Ear  one-way speaker system used to give parents  
immediate feedback and the one-way mirror  of  Eyberg (1979), McGrath 
(1979), and Weybright and Rosenthal (1980) wil l  be av a i lab le  to her 
in a l l  c l i n i c a l  s e t t i n g s .  She i s  concerned th a t  S e i t z ' s  (1976) video 
tape  equipment,  bevy of c l i n i c i a n  models,  and time to devote 20 or 
more fu l l  hour sess ions  to a s in g le  p a re n t -ch i ld  p a i r  wi l l  not always 
be th e re .  What follows i s  a desc r ip t io n  of  t h i s  c l i n i c i a n ' s  attempt 
to adapt in a very bas ic  c l i n i c a l  s e t t i n g  some of  the ideas  and proced­
ures gleaned from observat ion and reading so t h a t  she can teach in d iv id ­
ual parents  (or  parent  p a i r s )  and groups of  parents  how to  help f a c i l i ­
t a t e  t h e i r  c h i l d ' s  express ive  language development.
One of  the parenta l  s e t s  mentioned in the introducion of th i s
paper which p o t e n t i a l l y  b en e f i t s  from t r a in in g  to  improve p a ren t -ch i ld
communicative in t e r a c t io n  i s  t h a t  of parents  who, excep t iona l ly  anxious
about t h e i r  c h i l d ' s  delay in express ive  language, wish to be taught
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speech and language techniques  to  use a t  home. Thus, as a speech- 
language p a th o lo g is t  t r a in e e  on an i n t e r d i s c i p l i n a r y  team, t h i s  w r i te r  
evaluated a 14-month-old g i r l  whose recep t ive  language s k i l l s  were 
es timated to be age-appropr ia te .  Although the ch i ld  demonstrated 
only a mild delay in express ive  language, the c h i l d ' s  mother was very 
concerned th a t  Amy ( f i c t i t i o u s  name) was slow to t a l k  and described 
the th re e -y ea r -o ld  s i s t e r  as "having t rouble  t a lk in g "  as wel l .  Amy's 
mother and maternal grandmother (a lso  p resen t  during the evalua t ion)  
remarked t h a t  they had never seen Amy vocal ize  as much as she had in 
response to the examiner. They wondered aloud what they were doing 
wrong. I t  was the recommendation of  the eva lua t ion  team th a t  Amy's 
mother be seen to  d iscuss  speech and language s t im u la t io n .  The f o l ­
lowing sec t ion  is  a d esc r ip t io n  of  the therapy sess ions  r e s u l t a n t  
from th a t  recommendation.
Adapataion fo r  Use with Individual 
Parent-Child Pai r
Method
S u b jec t . Amy was i n i t i a l l y  seen a t  CDRC in a cerebra l  palsy 
c l i n i c .  For a time her delays in motor and communication development 
were thought to  be secondary to mild cerebra l palsy .  At the time the 
experimenter  saw Amy (December 5, 1979), the d iagnosis  of  cerebra l 
palsy was ruled out.  Mild delays in f ine  motor and express ive  lan ­
guage were the only remaining s ig n i f i c a n t  f in d in g s .  Amy's recep t ive  
language was c h a r a c t e r i s t i c  of  a 13-14 month l e v e l .  Expressive lan ­
guage s k i l l s  were es timated to  be in the 11-12 month range. Amy's
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mother was very recep t ive  to meeting in sess ions  designed to  model and 
d iscuss  language s t im u la t ion .  The mother was a high school graduate ,  
she had at tended col lege  fo r  less  than a y ea r ,  she l ived  with her hus­
band and two daughters ,  and she provided ch i ld  care fo r  one to th ree  
preschoolers  f iv e  af ternoons a week.
Experimenter. The experimenter was a m as te r ' s  candidate  in 
speech-language pathology a t  the Universi ty  of  Montana. At the time of  
the study she was serving a six-month c l i n i c a l  ex ternship  a t  the Child 
Development and R eh ab i l i ta t io n  Center (CDRC), Crippled Chi ld ren 's  
Divis ion,  Univers i ty  of  Oregon Health Sciences Center.
Procedure. Amy and her mother at tended an hour long sess ion 
once a week fo r  four  weeks. The f a t h e r ' s  work schedule prevented his  
a t tendance.  In the f i r s t  sess ion the mother was inv i ted  to describe  
Amy and to discuss  the d i f f i c u l t i e s  surrounding communication with her .  
She was encouraged to b r i e f l y  o u t l in e  o the r  problem areas  ( i . e . ,  behav­
i o r  management, s ib l i n g  i n t e r a c t io n ,  development ques t ions ,  family 
s t r e s s )  and to be as s p e c i f i c  as poss ib le  in her accounts.  She was 
a l so  asked i f  she could r e c a l l  any ins tances  where in t e ra c t io n  was 
p a r t i c u l a r l y  p o s i t iv e  or  when communicating with Amy was e a s i e r .  These 
i n i t i a l  comments were useful in formulating a p ic tu re  of  Amy's communi­
c a t iv e  environment and d iscern ing  the p a r e n t ' s  perception o f  the prob­
lem. These d e t a i l s  proved c r i t i c a l  to t a i l o r i n g  bas ic information to 
the p a r t i c u l a r  needs of  t h i s  family.
The p a ren t -ch i ld  p a i r  was then observed in t e r a c t in g  with each 
o the r  in a play s e t t i n g  fo r  ten minutes.  The parent was reassured
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t h a t  any apprehension/anxiety  she f e l t  regarding the observat ion was 
p e r f e c t ly  normal,  but t h a t  the  information was necessary fo r  i n t e r ­
vention planning.  An assortment of toys and ob jec ts  was made a v a i l ­
able to the p a i r  in a small room furnished with a small tab le  and 
c h a i r s .  The in s t r u c t io n  given the parent  was, "Please play With Amy 
as you would i f  you had some f r e e  time to spend with her a t  home."
The i n t e r a c t io n  was audiotaped.  The exper imenter,  observing 
the in t e r a c t io n  from a d is tance  in a corner  of the same room, coded 
the mother 's  communicative behaviors via a number of  general response 
ca tegor ies  suggested by Mash, e t  a l . (1976). P r io r  to  t h i s  p ro jec t  
the experimenter gained experience with the use of  t h i s  form o f  event 
recording in a five-week sh o r t  course taught  by the psychology f ac u l ty  
a t  CDRC to t r a i n  s tudents  to use the response-c lass  m atr ix ,  a pro­
cedure fo r  recording p a re n t -c h i ld  in t e r a c t io n s  in a labora tory  s e t t i n g .
The mother 's  communicative behaviors were counted in  order  
to  obta in an accurate  record of  the frequency o f  occurrance of  c e r ­
t a in  behaviors within a des ignated time per iod in an e f f o r t  to e s t i ­
mate the occurrance r a t e  (Alevizos and Berck, 1974). The functional  
d e f in i t i o n s  used to ca tegor ize  the mother 's  behaviors follows in the 
Standard Behavior Categories fo r  the (M)other o u t l in e .
I . Command
A. Direct  commands or sta tements  which include i m p e r a t i v e s
1. "Come . . . ."
2. "Let me . . . ."
3. "Put t h i s  . . . ."
4. "I want you . . . ."
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a. A d i r e c t  command may be sp e c if ic .
(1) "Write your name."
b. A d i r e c t  command may be general.
(1) "Go and p lay ."
c. In e i t h e r  case they are scored as commands.
(1) Unless the re  i s  an accompanying v e rb a l i z a t io n ,  
a ges ture  i s  not scored as a command. Motion­
ing a ch i ld  to come without saying fo r  him to 
come i s  not scored as a command.
I I .  Command-Question
A. A suggested or implied command which incudes an in terroga tive
1. "Will you hand me . . . ?"
2. "Shall we . . . ?"
3. "Why d o n ' t  you . . . ?"
4. "Can you . . . ?"
5. "Would you l ik e  to . . . ?"
a.. As with d i r e c t  commands, in order  fo r  a command- 
question to be scored,  the re  must be an accompany­
ing v e rb a l i z a t io n .
I I I .  Question
A. Direct  ques tions not of  the command-question type
1. "What . . . (color  is  th i s ) ? "
2. "What . . . (would you l ik e  to do)?"
3. "Where i s  . . . ?"
4. "Who . . . ?"
5. "How does . . . ?"
6. "When did . . . ?"
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IV. Pra ise
A. Verbal s ta tements  and nonverbal ac t ions  in d ica t in g  encour­
agement, acceptance,  and/or  approval of  a c h i ld / s  behavior
1. Verbal s ta tements
a.  "O.K."
b. "Good . . . ."
c.  "That 's  f in e  . . .
d. "I l i k e  t h a t  . . . ."
2. Nonverbal ac t ions





f .  Smile
(1) Some judgment can be used in i n t e r p r e t i n g  con­
t e x t  and tone o f  voice in scoring p r a i s e .  A
general r u le  of  thumb i s  t h a t  most of the  above 
s tatements  when they follow a s p e c i f i c  t a sk  or 
behavior on the p a r t  o f  a c h i ld ,  are  scored as 
p r a i s e .  For example i f ,  on completion of  a t a sk ,  
the mother says ,  " O . K . s c o r e  as p ra i se .  I f ,  on 
the o the r  hand, a ch i ld  asks i f  he can play and 
the mother s a y s , " 0 . K . ," score as an in t e r a c t io n  
for  the mother.
V. Negative
Verbal sta tements  and nonverbal ac t ions  in d ica t ing  d iscour ­
agement, nonacceptance, and/or  disapproval  of  a c h i l d ’s 
behavior
1. Verbal statements
a. Direct  disapproval  or c r i t i c i s m
(1) "No, d o n ' t  . . . ."
(2) "Stop . . .
(3) "Quit . . .
(4) "Bad boy
(5) "That 's  not r i g h t  . . . ."
(6) "That 's  a l l  wrong . . . ."
(7) "You can do b e t t e r  than t h a t . "
(8) "Don't  do i t  t h a t  way."
(9) "You make me s i c k . "
(10) "I d o n ' t  l i k e  t h a t . "
b. Implied c r i t i c i s m  or  t h r e a t
(1) "You're ac t ing  l ik e  a two-year-old 1"
(2) " I f  you d o n ' t  stop . . . y o u ' l l  get  i t ! "
(3) "You'd b e t t e r  watch i t ! "
(4) "One more time and y o u ' r e  in t roub le !"
(5) "Your f a t h e r  won't  l i k e  t h a t  when he hears
about i t ! "
2. Nonverbal ac t ions
a. Direct




(4) Shove back in ch a i r




(2) Shaking of  f in g e r  a t  ch i ld
(a) Negative behavior on the p a r t  of  a mother 
takes  precedence over commands or  ques t ion-  
commands, i . e . ,  i f  the mother says ,  "You 
get  over here!"  in qu i te  a th rea ten ing  man­
ner ,  t h i s  i s  scored as negative behavior on 
her p a r t  r a th e r  than a command.
VI. I n te ra c t io n
A. An attempt to i n i t i a t e  or m a in ta in  some type o f  mutual con­
t a c t .  In te ra c t io n  may be verbal or nonverbal.
1. Verbal:  comments may be n e u t r a l ,  p o s i t i v e ,  or  desc r ip ­
t i v e ,  but they contain  no c r i t i c i s m s ,  commands, or 
ques t ions .  The mother in some way communicates a t t e n ­
t io n  or expresses i n t e r e s t .
(a) "That 's  a big bridge y o u ' r e  bu i ld ing ."
(b) "You sure are  running f a s t . "
(c) "There are some toys in the box."




(1) Holding p a r t s  of  the same toy
(2) Handing an ob jec t  to ch i ld
(3) Smiling a t  ch i ld  (in  t h i s  case eye con tac t  with the
ch i ld  must occur; i f  the c h i ld  does not look a t  the
mother when she i s  smil ing a t  him, her response is  
scored as "no response") .
(4) Physical con tac t  o ther  than negat ive
The experimenter observed an a d u l t - l e d  i n t e r a c t io n  with the 
mother using a preponderance of  commands, q u es t io n s ,  and ques t ion-  
commands to d i r e c t  the c h i l d ' s  a c t i v i t i e s  ( i . e . ,  "Open the top,  Amy," 
"What's t h i s ,  Amy?" "No, push the bu t ton ,"  "L e t ' s  play with t h i s , "
"See the duck?" "Say duck," "Say duckie,  Amy"). Her i n t e ra c t io n  
ca tegor ies  were la rg e ly  nonverbal ( i . e . ,  smil ing and handing objec ts  
to  the c h i l d ) .  The mother used one verbal i n t e r a c t io n  comment, "You 
found the duck," and she vocalized "Mmm hmmm" one time. I t  should be 
noted t h a t ,  during the i n i t i a l  i n t e r a c t io n ,  the paren t  s a t  on a cha i r  
p hys ica l ly  d i s t a n t  from the ch i ld  playing on the f lo o r .
Following the observat ion  (see Table 1, p. 30) the mother was 
asked to  comment on how typ ica l  the observed segment was of  t h e i r  
i n t e r a c t io n s  a t  home and to descr ibe  in general the kinds of i n t e r ­
ac t ions  Amy had with her f a th e r  and s i s t e r .  The mother noted t h a t  the 
i n t e r a c t io n  was a typ ica l  la rge ly  because she seldom had time to play 
with her c h i ld re n ,  although she thought she ta lked  to them much l ike  
she j u s t  had. The f a t h e r  was reported to "roughhouse with the g i r l s "  
occas iona l ly .  The ch i ld ren  were described as "always f ig h t in g "  and 
cont inuously wanting "my a t t e n t io n  a t  the same time.".
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Table 1
Mother 's Communicative Behaviors Directed to Child 
During 10-minute Free Play Period
Response-class of  
behaviors
Total number 
Before t r a in in g
of  occurances






In te rac t io n 12 62
★
Four hours in 6--week time span
The importance of  each of  us being open and honest in the s e s ­
sions  was s t r e s se d  before I asked i f  she enjoyed i n t e r a c t in g  with her 
ch i ld ren .  This question may have been pivota l  with t h i s  p a r t i c u l a r  
parent .  I t  opened the  door fo r  the mother to t a l k  about some o f  the 
aspects  of  ch i ld  rea r ing  t h a t  she did not en joy- -a reas  wherein she f e l t  
uncomfortable--and discuss  in p a r t i c u l a r  the pressure  she f e l t  to  "teach 
the g i r l s  to t a l k . "
The r a t io n a le  fo r  the p a ren t -c h i ld  involvement in therapy was 
introduced in a manner designed to help the mother f e e l  the purpose of  
the sess ions .  The mother was asked to descr ibe  the kinds of  conversa­
t io n s  she p a r t i c u l a r l y  enjoyed having with o ther  a d u l t s .  She was asked 
to be s p e c i f i c  in her d e sc r ip t ion  of  how she knew t h a t  the person with
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whom she was ta lk in g  was a t tend ing  to  her .  Her responses were those 
expected: physical proximity,  eye co n ta c t ,  careful  l i s t e n i n g ,  verbal
feedback. Then, guided to describe  unpleasant conversational  exper i ­
ences , the mother r e la t e d  ins tances  of  being in te r ru p te d ,  c r i t i c i z e d ,  
and having the sub jec t  inapp rop r ia te ly  changed. She was poin tedly  
asked i f  she l iked  being given excessive d i r e c t io n  or  being asked 
questions  when she did n o t ,  fo r  some reason,  have ready answers.  Her 
response was obviously negat ive .  She next was asked to consider  how 
these  f a c t o r s ,  t ry ing  and unpleasant to  an adu l t  who had already 
developed communication s k i l l s ,  might a f f e c t  a language-delayed 
c h i ld .
I t  was explained t h a t  ch i ldren  appear to have responses s imi­
l a r  to those of  adu l ts  in regard to communicative i n t e r a c t io n s .  The 
mother was to ld  t h a t  s tud ies  (Hubbell , 1977; Se i tz  and R iede l l ,  1974) 
have shown t h a t  a high r a t e  o f  questions  and demands i s  p a r t i c u l a r l y  
de tr imental  to  a ch i ld  who is  having t roub le  developing speech and 
language. I t  was suggested t h a t  the best way to teach a ch i ld  to 
speak was, i r o n i c a l l y ,  not to teach him/her a t  a l l  (Hatten and Hatten, 
1975). She was reassured t h a t  most parents  faced with a language- 
delayed ch i ld  t r i e d  to help t h e i r  ch i ld  by becoming teach e rs—asking 
ques t ions ,  giving i n s t r u c t i o n s ,  and co r rec t in g .  This kind of  teaching 
was described as t y p i c a l ly  i n e f f e c t iv e  with speech/language-delayed 
ch i ld ren .
The mother was to ld  t h a t  most ch i ld ren  seem to learn  language 
automatica l ly  in the normal give-and-take of  everyday family l i f e .  
Playing with adu l t s  was explained as e s p ec ia l ly  important to language
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lea rn ing .  I t  was noted th a t  ch i ld ren  who were slow to learn language 
appeared to need f requent  and optimal s t im ula t ion  per iods in order  to 
pick up communication s k i l l s  and th a t  the bes t  place to begin was 
through play.
The experimenter then modeled the C h i l d ' s  Game Communication 
Exercise (Appendix B, p. 53).  In t h i s  exerc ise  an adu l t  follows a 
c h i l d ' s  lead in a 10-minute f re e  play s i t u a t i o n ,  and im i ta te s  and 
descr ibes  in a nondirec t ive  manner the c h i l d ' s  a c t i v i t i e s ,  voca l iza ­
t i o n s ,  or speech. The experimenter  commented on the a c t i v i t i e s  th a t  
Amy i n i t i a t e d ,  but she did not at tempt  to d i r e c t  Amy's play. Although 
some of  the c h i l d ' s  babbling was im i ta ted ,  no e f f o r t  was made to e l i ­
c i t  voca l iza t ion  or  speech from the ch i ld .  The comments made to the 
ch i ld  were a l l  c o n te x t -o r ien te d ,  s h o r t ,  simple, grammatically co r rec t  
ph rases - - the  experimenter 's  bes t  e f f o r t s  a t  the "motherese" d i rec ted  
by good ad u l t  language models to  normally developing ch i ld ren  a t  
approximately the same c o g n i t i v e / p r e l i n g u i s t i c  l e v e l .  When asked to 
comment on any d i f fe rences  the mother might have noted in her play 
time with Amy and t h a t  of the examiner, the mother observed, "She 
r e a l l y  l iked  playing with you,"  and "You d i d n ' t  t e l l  her what to play 
w i th ."
The mother was to ld  t h a t ,  in the next th ree  to  four  se ss io n s ,  
she would be taught  C h i l d ' s  Game, a tool t h a t  had proven helpful  to 
parents  bui ld ing a foundation fo r  t h e i r  c h i l d r e n ' s  language develop­
ment. I t  was pointed out t h a t  C h i l d ' s  Game was only an e x e rc i se ,  t h a t  
i t  was not meant to be used a l l  day long, and t h a t  she would i n i t i a l l y  
be expected to use i t  with her ch i ld  fo r  j u s t  10 minutes a day. I t  was
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explained t h a t  she would learn  an a t t i t u d e  or  an approach important 
to communicating with her c h i ld —not a l i s t  of do 's  and d o n ' t s .  She 
was a lso  to ld  with honest convic t ion t h a t  the exe rc ise  was one t h a t  
anyone could learn  to do with p r a c t i c e ,  t h a t  i t  was fun and, bes t  of 
a l l ,  t h a t  i t  worked!
The mother and experimenter discussed the handout,
r
Objectives of  C h i l d ' s  Game--k  Communication Exercise (Appendix A, 
p. 51). The f i r s t  sess ion closed with the experimenter modeling 
and helping the mother p r a c t ic e  the  C h i l d ' s  Game Communication Exer­
c i se  (Appendix B, p. 53) by simply watching with fu l l  i n t e r e s t  
(without verbal comment) what the ch i ld  was doing in play. The 
mother was advised to p r a c t ic e  t h i s  f i r s t  s tep a t  l e a s t  once d a i ly  
un t i l  the next sess ion  so as to  allow her ch i ld  to  experience her 
mother t r u l y  tuned in to her  a c t i v i t i e s .  The mother was to ld  t h a t  she 
would be taught the remaining s teps  in c h i l d ' s  Game in succeeding 
sess ions .
In the second sess ion  the f i r s t  few minutes were taken up 
with a d iscuss ion  o f  questions  or problems from the preceeding week.
The mother acknowledged fee l in g  somewhat s i l l y  t e l l i n g  others  she 
was being taught  "how to play with her ch i ld"  in speech therapy.  She 
admitted t h a t  she had not expected to  be ac t iv e ly  involved in the 
therapy process .  She descr ibed a problem in separa t ing  Amy from her 
s i s t e r  to schedule her p r a c t i c e  sess ions .  Brainstorming evolved a plan 
to have the f a th e r  e n t e r t a in  the o lder  ch i ld  while the mother and Amy 
spent  10 minutes alone.
The c l i n i c i a n  modeled the f i r s t  s tep  ( t a i l g a t e - i n g )  of  C h i l d ' s
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Game, then added the second s tep  ( im i ta t ion  o f  behavior/mannerisms).
The mother 's  p r ac t i c e  of  these s teps  was e x c e l l e n t .  She s a t  phys i­
c a l ly  near Amy on the f lo o r  and added some im i ta t io n  of  Amy's vocal 
play as modeled fo r  her by the experimenter.  The two adul ts  switched 
back and fo r th  in the in te ra c t io n  r o l e ,  each commenting openly on the 
o t h e r ' s  e f f o r t s .  Comments were t y p i c a l l y  p o s i t i v e ,  but the mother 
was amused and enjoyed point ing out a time where the experimenter 
was overly d i r e c t i v e  in playing a game of  peekaboo.
The examiner used th i s  comment to  suggest  several  th ings .
F i r s t ,  the mother was complimented on being an accurate  observer  
(the in t e r a c t io n  had  been d i r e c t i v e ) .  Second, she was to ld  t h a t  
parents  t r u l y  need  to  be d i r e c t iv e  or i n s t r u c t i v e  with ch i ldren  much 
of  the time in order  to  teach them how to cross  the s t r e e t ,  to keep 
away from a hot s tove ,  to  p r i n t  t h e i r  names, e t c .  While i t  was 
explained th a t  i t  would be impossible to r e a r  a ch i ld  without some 
commands and ques t ions ,  i t  was noted t h a t  the re  i s  a d i f fe rence  between 
teaching and t e s t i n g .  I t  was explained th a t  asking a ch i ld  continuous 
questions  was t e s t i n g ,  and th a t  ch i ld ren  do not appear to  lea rn  many 
new things  from a s e r i e s  of  ques t ions .  I t  was suggested th a t  ch i ld ren  
requ i re  heavy doses o f  language in p u t - - l in k in g  words to a c t io n ,  o b je c t s ,  
and communicative funct ions  in which they are in t e r e s t e d .
HubbelVs (1979) analogy of  language input  and a savings 
account was made: when language i s  developing, emphasis should be on
input  or "put t ing language in . "  Adult language models need to make a 
l o t  of  "deposi ts"  before they expect to  see any " i n t e r e s t "  (verbal 
response from a c h i ld ) .  Parents must t r u s t  t h a t  i f  language i s  put in
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in a p leasu rab le ,  meaningful manner (to the c h i l d ) ,  i t  w i l l  come out 
when the ch i ld  himself  or h e r s e l f  i s  ready. The th i rd  s tep  of  the 
exe rc ise  (describe/comment) was then modeled and p rac t iced .
The C h i l d ' s  Game Communication Exercise handout (Appendix 
B, p. 53) was given to the mother with a suggestion t h a t  she prac­
t i c e  only the f i r s t  th ree  s teps  during the coming week. Cer ta in ly ,  
the mother was reminded a t  each sess ion  th a t  there  is  no p a r t i c u l a r  
r i g h t  or  wrong way to do c h i l d ' s  Game; r a t h e r ,  each person has h i s /h e r  
onw individual  s ty l e  of  modeling the same basic  i n t e r a c t io n  with a 
ch i ld .
In the t h i r d  sess ion  the mother verbal ized  disappointment a t  
not being able to separa te  Amy from her s i s t e r  fo r  d a i ly  p r a c t i c e s .
The plan to have her husband e n t e r t a i n  the o lder  daughter had not been 
success fu l .  The ch i ldren  were competi tive fo r  t h e i r  mother 's  a t t e n ­
t i o n .  The mother and the experimenter developed a so lu t ion  whereby 
the mother would choose one ch i ld  a t  a time as her p a r t i c u l a r  focus 
fo r  language input and a l t e r n a t e  playing C h i l d ' s  Game with both 
ch i ld ren .  The complication of  an added a t ten t io n -see k in g  ch i ld  was 
acknowledged.
The mother volunteered t h a t  she had noticed that ,  much of the 
speech she d i rec ted  to both ch i ld ren  in a v a r i e ty  of  s e t t i n g s  was 
"sounding l ike"  c h i l d ' s  Game. She was congratu la ted  by the exper i ­
menter fo r  going ahead on her own to incorporate  models f o r  language 
learn ing  in to  her da i ly  rou t ine .  This,  she was t o l d ,  was the f ina l  
goal o f  the  p r a c t ic e  sess ions .
Spec if ic  a t t e n t io n  during th i s  sess ion  was given to s teps  four
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and f ive  of C h i l d ' s  Game, concentra t ing  on l a b e l in g /p ra i s e  fo r  s p e c i f i c  
ac ts  ( i . e . ,  "Good, Amy, you put the bear in the box.") .
Amy and her mother missed the next two successive sess ions  due 
to i l l n e s s  and inclement weather.  During the fourth  and f in a l  s e s s io n ,  
p o s t - t r a in in g  data were taken on the mother 's  communicative behaviors.
A comparison of  the simple data  i s  in Table 1 (p. 30).
A second language model (a speech-language p a th o lo g is t )  was 
incorporated in to  t h i s  s e ss io n ,  again r e in fo rc in g  the idea t h a t  each 
ad u l t  language user  has h i s / h e r  own s t y l e  in providing language input 
to ch i ld ren .  Following turns  in t e r a c t in g  and observing, the e x p e r i ­
menter helped the mother draw up a l i s t  in the mother 's  own words 
reviewing the guide l ines  fo r  playing C h i l d ' s  Game. The mother 's  ease 
in compiling the l i s t  with her choice of  words r e f l e c te d  a c l e a r  
understanding of  the r a t io n a le  fo r  the in te rv e n t io n  sess ions .
I t  was explained th a t  p ro fess iona ls  in speech-language pa tho l ­
ogy have a v a r i e ty  o f  names fo r  d i f f e r e n t  types of  d esc r ip t ions  and 
comments (Step 3, C h i l d ' s  Game).  She was given a t h i r d  handout,  How 
to Help Your Child with Speech and Language Development (Appendix C, 
p. 55) l i s t i n g  examples of  s e l f - t a l k ,  p a r a l l e l  t a l k ,  l a b e l in g ,  imi­
t a t i o n ,  and expansion phrases .  She was to ld  (using examples) t h a t  she 
had already n a tu r a l ly  used a l l  of  these  types of phrases in her i n t e r ­
ac t ion  with Amy, but t h a t  she might be i n t e r e s t e d  in the term names.
I t  was f u r th e r  explained t h a t  the f i r s t  th ree  types of  phrases ( s e l f ­
t a l k ,  p a r a l l e l  t a l k ,  d e s c r ib e / l a b e l )  were p a r t i c u l a r l y  e f f e c t iv e  with 
ch i ld ren  l ik e  Amy in the i n i t i a l  s tages  of  acquir ing new words. The 
f in a l  two ca tegor ies  ( im i ta t ion  and expansion) were described as useful
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with ch i ldren  a lready using words and sh o r t  phrases as was her o lder  
daughter .  The experimenter and mother p rac t iced  p rac t iced  each of  the 
phrase types and discussed s p e c i f i c  times and s e t t i n g s  in a typica l  
day 's  rou t ine  when they might be used--dr iv ing  the c a r ,  s e t t i n g  the 
t a b l e ,  on a walk, a t  the  grocery s to r e ,  e tc .
The mother was reminded t h a t  many parents  had d i f f i c u l t y  
working in separa te  d a i ly  p r a c t i c e  sess ions  as time went on. They 
found, however, when they used the  learned therapy techniques 
throughout the whole day, the ordinary  rou t ine  of  t h e i r  l iv es  pro­
vided an e x c e l le n t  background fo r  language lea rn ing .
The mother was to ld  t h a t  she would be contacted by telephone 
the following week to  see i f  she had any f u r t h e r  ques t ions .  She was 
reminded t h a t  Amy would be seen a t  CDRC fo r  a r egu la r  recheck evalua­
t io n  in the cerebra l  palsy c l i n i c  in th ree  month's t ime. I t  was 
suggested t h a t  any recommendation fo r  f u r th e r  remedial involvement 
would be made a t  t h a t  t ime.
Results and d i s c u s s io n . A comparison of  simple numbers of 
response-c lass  behaviors in p re t ra in in g  and p o s t - t r a in in g  sess ions  
(see Table 1, p. 30) in d ica te  a r a th e r  dramatic increase  in one of 
the  communicative behaviors though to f a c i l i t a t e  speech-language 
a cq u i s i t io n  and development ( in t e r a c t io n )  and a decrease in  those 
behaviors descr ibed by Hubbell (1977) as cons t ra in ing  communication 
development (command, ques t ion ,  and command-question).
At the  c lose  o f  the in te rv en t io n  per iod ,  Amy's voca l iza t ions  
had become inc reas in g ly  j a rg o n l ik e  and she was r eg u la r ly  in te r sp e r s in g
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f iv e  to s ix  real  words in her i n f l e c t i o n a l  conversat ions with others  
in the environment.  While these  changes may not be a t t r i b u t e d  to 
in te rv en t io n  e f f o r t s  a lone ,  the increase  in p o s i t iv e  responding by 
mother and ch i ld  r e f l e c t e d  the mother 's  a b i l i t y  to re lax  and enjoy 
in t e r a c t in g  with her ch i ld  as she increased in her a b i l i t y  to sup­
por t  Amy's e f f o r t s  to exp lore ,  p lay ,  and experiment with language.
Adaptation fo r  S ing le -sess ion  Use with a Parent 
Group of  Multiply-handicapped Children
As a t r a in e e  in the parent  educat ion component o f  TOTS/INSIDE 
(a four-day i n t e r d i s c i p l i n a r y  assessment program fo r  m ul t ip ly -hand i­
capped ch i ld ren  a t  CDRC), the experimenter designed a two-hour presen­
t a t i o n  to introduce parents  to  the concept of  c h i ld 's  Game as a tool 
to  f a c i l i t a t e  improved pa re n t -ch i ld  communication s k i l l s .  The fo l low­
ing sec t ion  describes  the format o f  the p resen ta t ion  and subsequent 
comments made by parents  responding to a follow-up ques t ionna ire .
Method
S ub jec ts . Three mothers o f  ch i ld ren  being evaluated in a CDRC 
TOTS/INSIDE program p a r t i c ip a te d  in a sess ion designed to in t roduce them 
to  concepts which fos te red  improved p a ren t -c h i ld  communication s k i l l s .  
The ch i ld ren  were ages 5 1/2 and younger. One ch i ld  was thought to 
demonstrate a general ized  developmental delay. Two others  exh ib i ted  
symptoms of  emotional d is tu rbance .  Although express ive language delay 
was not seen as the primary handicapping condit ion of  these  c h i ld re n ,  
problems with communication ( inc luding d i f f i c u l t i e s  with a r t i c u l a t i o n )
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were l i s t e d  as concerns by the r e f e r r in g  preschools  and mothers of  
these  th ree  youngsters .  All of  the mothers were Caucasians under the 
age of  40. One of  the mothers worked ou ts ide  the home, two were s ing le  
pa ren ts ,  and two had completed a high school education.  None of the 
mothers had at tended col lege .
Procedure. The sess ion described here in  was the l a s t  of  a 
s e r i e s  of  four two-hour meetings devoted to  paren t  educat ion.  The 
preceding sess ion sub jec ts  included fee l ings  and a t t r i b u t e s  surround­
ing parenting a handicapped c h i ld ,  approaches to helping build a c h i l d ' s  
se l f -e s teem ,  and behavioral management p r in c ip l e s ,  r e sp ec t iv e ly .
The in t roduc t ion  of  C h ild 's  Game was l inked to the importance 
of  bui ld ing a t r u s t  level  of  p o s i t iv e  in t e r a c t io n  between parent and 
ch i ld  (described in an e a r l i e r  p resen ta t ion  as c r i t i c a l  to building 
a c h i l d ' s  s e l f -e s teem ) .  The importance of the q u a l i t y  of  in te ra c t io n  
time spent with ch i ld ren  was emphasized, with the implica t ion  th a t  
parents  are f requen t ly  unaware of how c r i t i c a l  they are of  t h e i r  
ch i ld ren .  The p resen te r  was careful  to include h e r s e l f  as a parent 
who f a i l e d  to  recognize how much o f  the time she d i r e c te d ,  ques tioned ,  
and correc ted  her c h i ld .  I t  was acknowledged t h a t ,  in the midst of 
busy l i v e s ,  parents  of ten  make unreasonable demands and genera l ly  t e l l  
t h e i r  ch i ld ren  what to do much of  the time--even in t h e i r  play.
I t  was explained t h a t  a number of s tu d ie s  showed th a t  a high 
r a t e  o f  ques t ions ,  commands, and co r rec t ions  (Hubbell , 1977) served 
to i n h i b i t  the p o s i t iv e  communication pa t te rn s  necessary to fo s t e r  the 
development of speech and language s k i l l s  in c h i ld re n .  The presen te r
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then f a c i l i t a t e d  a group d iscuss ion  of the f ac to r s  prompting good com­
munication between adu l ts  and o ther  a d u l t s ,  as well as ad u l t s  and 
ch i ld ren .  This p resen ta t ion  of  the r a t io n a le  undergirding C h ild 's  
Game was comparable to the indiv idual  adapta t ion  sess ion  described 
e a r l i e r .  The response of  parents  in the group sess ion  was s t r i k i n g l y  
s im i l a r  to  t h a t  of the s o l i t a r y  mother in the individual  sess ion 
previously  described.
Following a verbal explanat ion  of  the s teps  involved in p lay­
ing C h ild 's  Game3 the p re sen te r  and another  t r a in e e  used ro le  play 
to  demonstrate the communication exe rc ise .  The handout descr ib ing  
the format (Appendix B, p. ) was made a v a i lab le  to  the paren ts .
Group p a r t i c ip a n t s  then p rac t iced  the exerc ise  with each o th e r ,  taking 
tu rns  as parent and c h i ld .  The p r a c t i c e  sess ion was informal ; parents  
f e l t  f r e e  to ask ques t ions ,  to s top the ac t io n ,  or  to respond to feed­
back throughout the period.
The f ina l  a c t i v i t y  was a group ana lys is  of  video tapes made 
of  previous mother-child  p a i r s  before and a f t e r  they had been taught  
the C h ild 's  Game ex e rc i se .  This segment of  the t r a in in g  was excep­
t i o n a l l y  helpful to  the mothers because they were able  to  id e n t i fy  
behaviors of  the video taped mothers with those they used. One mother 
observing a tape remarked, "See what sh e ' s  doing? All she does is  
ask questions  and t e l l  him what to do. The poor l i t t l e  boy d o e sn ' t  
have a chance!" A mother s i t t i n g  beside her nodded emphat ica l ly ,  say­
ing ,  "And she th inks  sh e 's  teaching him. She th inks  t h a t ' s  what sh e 's  
supposed to  do." This same mother commented a t  the s e s s i o n ' s  end, "No­
body ever to ld  me what to  do  before ."
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Results and d i s c u s s io n . An evaluat ion  form (Appendix D, p. 57) 
was devised and sen t  to the parents  one month following t h e i r  involve­
ment in the parent program in an e f f o r t  to  assess  t h e i r  evaluat ions  of 
the  e f fec t iv en ess  of  the p resen ta t ion  and usefu lness  o f  the c h i l d ’s  
Game concept.  Two of  the th ree  ques t ionna ires  were re turned .  The 
useful information gathered from t h i s  instrument was l im i te d ,  but i t  
i s  summarized here in .
Both respondents ind ica ted  t h a t  they had made use of  C h ild ’s  
Game. One mother commented, "I have only done C h ild ’s  Game a few 
t imes,  un fo r tuna te ly ,  but during those times Eric and I seemed to be on 
the same communication l e v e l ,  were more on a one-to-one b a s i s . "  This 
mother recommended the use of  more video tapes and an opportunity  to 
p r a c t ic e  c h i l d ’s  Game with one 's  own ch i ld  while in the program.
The second mother ind ica ted  th a t  she and her daughter " t ry  to 
play [iC h ild ’s  Game] every chance we g e t . "  She noted,  "We've learned 
from each o ther  how to be playmates and f r i en d s  as well as mommie and 
daughter ."  This mother wrote in a Comments sec t ion  (regarding noted 
changes in p a r e n t / c h i ld  communication behav io rs) ,  "Cathy and I are 
s t i l l  learn ing  and I'm beginning to f ind  out how bossy I r e a l l y  can 
be, but we are  working a t  i t  toge ther  as a team."
I t  i s  not poss ib le  to  cha r t  the data  gathered from t h i s  c l i n i ­
cal experiment on a t id y  s t a t i s t i c a l  graph, but the impressions gained 
compare favorably with r e s u l t s  reported in the more c a re fu l ly  designed 
s tu d ie s  previously  discussed.  Based on my su b jec t iv e  c l i n i c a l  judg­
ment, the approach described i s  sound.
Chapter 6
SUMMARY AND CONCLUSIONS 
Summary
Research descr ib ing  ch i ld ren  with language delays p resents  
evidence t h a t  the l i n g u i s t i c  environment of a t  l e a s t  some language- 
delayed ch i ld ren  i s  d i f f e r e n t  than th a t  of  t h e i r  nondelayed peers 
(Mahoney, 1975; Wulbert,  e t  a l . ,  1978). Other research in d ica te s  
th a t  the r a t e  of  language development may increase  when the l i n g u i s ­
t i c  in t e ra c t io n  between language-delayed chi ldren  and t h e i r  parents  
i s  improved (Hubbell , 1977; McDonald, e t  a l . ,  1974).
I f  ch i ldren  who a re  not developing normally p resen t  confusing 
cues or reduced responsiveness  to t h e i r  pa ren ts ,  i t  may be d i f f i c u l t  
fo r  the parents  to know when they have provided t h e i r  ch i ld  with 
language t h a t  i s  appropria te  in i t s  complexity and content  (Se i tz  
and Marcus, 1975). Other s tu d ie s  r ep o r t  th a t  parents  of delayed 
ch i ld ren  (e sp ec ia l ly  the mentally re ta rded)  become a ty p ic a l ly  con­
t r o l l i n g  of  t h e i r  c h i l d r e n ' s  behavior.  They use more commands and 
ques t ions  than o the r  types of  u t te rances  and f requent ly  express  per­
ceptions of  the ch i ld  as highly dependent and in need of  s t r u c tu r e  
(Sei tz  and R ied e l l ,  1974). These parents  subsequently have a tendency 
to  o v e r s t ru c tu re  t h e i r  c h i ld re n ,  even in play.  Overstructuring and 
continuous c o r rec t iv e  in te r ru p t io n s  have the e f f e c t  of  reducing a
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c h i l d ' s  o p por tun i t ie s  to explore and p r a c t i c e  emerging s k i l l s  so 
c r i t i c a l  to h i s /h e r  s k i l l  development.
Mahoney (1975) s t a t e s  t h a t  an e tho log ica l  approach to t h i s
problem would e n ta i l  designing a language- in terven t ion  program
in the child's own social environment and would focus on the 
communication system between the children and their primary 
language models. The basic strategy would involve training 
the models to synchronize their communication strategies with 
those of the children so that there would be a relatively 
efficient preverbal or nonverbal communication with the child­
ren, then the role of the models would be to stretch this 
communication network by gradually enriching and developing 
the children's preverbal system into a linguistic system 
(Mahoney, 1975, p. 145).
M iller  (forthcoming) wr i te s  t h a t  the manner in which adu l ts  
t y p i c a l l y  f u l f i l l  t h e i r  ro le  as language model with young children 
is  through the es tab l ishment  of  p lay ,  r o u t i n e / r i t u a l i z e d  ( i . e . ,  
peekaboo) and spontaneous forms of play ( i . e . ,  t i c k l i n g  with a c h i l d ' s  
cuddly s tu f fed  animal).  She f u r th e r  s t a t e s  t h a t  mutual play,  a frame­
work within which paren t  and ch i ld  share j o i n t  focus and a t t en t io n  
on l i n g u i s t i c  markers (usua l ly  words and sh o r t  ph rases ) ,  i s  one of  the 
primary ways in which a ch i ld  acquires  a language system.
Not a l l  parents  are able to assume the c r i t i c a l  ro le  as lan ­
guage model fo r  t h e i r  ch i ld ren  without  guidance. For a v a r ie ty  of  
reasons ,  these parents  have d i f f i c u l t y  i n t e r a c t in g  with t h e i r  c h i ld ­
ren in a p o s i t iv e  manner. Some do not descr ibe  involvement with t h e i r  
ch i ld ren  as enjoyable .  Others repor t  t h a t  they seldom play with t h e i r  
ch i ld ren .
In her e f f o r t s  to f ind  a c l i n i c a l  tool via which to teach par­
en ts  to become language models for  t h e i r  c h i ld re n ,  t h i s  w r i te r
discovered a format used su ccess fu l ly  by psychologis ts  to in tervene in 
the  psychological problems of  young ch i ld ren  thought to be maintained 
by negat ive p a ren t -ch i ld  in t e r a c t io n  p a t t e r n s .  Modified to heighten 
emphasis on communicative i n t e r a c t io n ,  i t  was adapted from w r i t t e n  and 
verbal repor ts  of  c l i n i c i a n s  using a s im i l a r  format in a v a r ie ty  of 
s e t t i n g s .  The w r i t e r ' s  modif icat ion excluded the use of  any equip­
ment unavai lable  in even the s im ples t  c l i n i c a l  s e t t i n g .
The s t r a t e g y  evolved was to teach parents  to become appro­
p r i a t e  language models by i n s t r u c t in g  them to d i r e c t  t h e i r  communi­
ca t ion  to  a c h i l d ' s  a c t i v i t i e s  and i n t e r e s t s ,  j u s t  as parents  of 
normally developing ch i ld ren  do. The c l i n i c i a n ' s  ro le  in t h i s  s t r a te g y  
i s  to  give the parent  feedback regarding h i s / h e r  i n t e r a c t io n  with h i s /  
her  ch i ld  un t i l  the c h i l d ' s  own responses can serve t h i s  func t ion .  In 
summary, the exper im enter /w ri te r  designed an in te rven t ion  program based 
on the b e l i e f  t h a t  a p o s i t iv e  p a re n t -ch i ld  in t e ra c t io n  i s  instrumental 
to  laying a so l id  foundation fo r  language a cq u is i t io n  and development 
(Sei tz  and Marcus, 1976).
Conclusions
My e f f o r t s  to help parents  with a modif ication of  the e n v i r ­
onment they provide fo r  t h e i r  ch i ld ren  wherein the ch i ld ren  acquire  
and develop language, my readings in normal and disordered language 
a c q u i s i t io n  and pa ren t -ch i ld  in t e r a c t io n  p a t t e r n s ,  my conversat ions  
with working c l i n i c i a n s  in our own and a l l i e d  f i e ld s  of  psychology, 
medical psychology, and socia l  work have coalesced in to  a growing con­
v ic t io n  t h a t  p a re n t -c h i ld  in t e r a c t io n  p a t te rn s  are of  va l id  concern to
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speech-1anguage p a th o lo g is t s  in assessment and in te rv e n t io n .  Although 
the data  I gathered regarding the value of  the c l i n i c a l  experiments a re  
f a r  from convincing and a r e ,  a t  b e s t ,  p r im i t iv e ,  the trends  ind ica ted  
were c o n s is ten t  with the data  reported by o thers  as well as my subjec­
t i v e  c l i n i c a l  judgment.
I worked with parents  to understand where they were as a family 
u n i t - - n o t  t h e i r  ch i ld  in i s o l a t i o n - - i n  the hope of  planning an i n t e r ­
vention approach th a t  would address  the complexit ies  involved in com­
municative i n t e r a c t io n .  I attempted to remove the academic cpat ing from 
some very complex psycho! ingu is t ic  concepts so the parents  could have 
the b e n e f i t  of knowing what speech-language p a th o lo g is t s  cu r ren t ly  
be l ieve  wil l  help a c h i ld  develop b e t t e r  communication s k i l l s .
The modif icat ions  I would make in therapy with the next parent-  
ch i ld  p a i r  might include a midweek phone c a l l  between sess ions  or an 
experiment t h a t  would te lescope  t r a in in g  in to  four  or  more one-hour 
sess ions  on consecut ive days. I would a t tempt to incorporate  
add i t iona l  language models e a r l i e r  and would consider  doing a t  l e a s t  
one sess ion in the home environment with the e n t i r e  family present .
I would modify the group experience by adding an addi t ional  
two-hour sess ion  on a second consecutive day. This change would allow 
parents  to re tu rn  to t h e i r  homes to  p r a c t i c e  with t h e i r  own ch i ld  and 
come back the next day with ques t ions .  I f  the add i t iona l  session 
was not f e a s i b l e ,  I would make every e f f o r t  to provide p r a c t i c e  time 
fo r  parents  with real  ch i ld ren  even i f  the ch i ld ren  were not t h e i r  
own.
I was pleased with the c l i n i c a l  experiments t h a t  afforded me
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o p p o r tu n i t ie s  to recognize the value of  working with parents  in a j o i n t  
e f f o r t .  I t  was product ive fo r  me to lay as ide  the h ie ra rc h ica l  th e ra ­
peu t ic  exper t  ro le  long enough to understand the power of working with 
parents  on an equal bas is  to a f f e c t  change in t h e i r  c h i l d r e n ' s  a b i l i t y  
to  communicate. With Muma (1978), I be l ieve  t h a t  parents  and c l i n i c i a n s  
must work toge ther  to d iscover the most productive approaches to use 
with language-delayed ch i ld ren .  In a wel l-designed therapy approach,
parents become so involved that toward the end the process, reverts 
to them. Subsequent visits are made, but in the long run they 
become viable intervention agents not simply doing exercises but 
productively carrying out, analyzing, and modifying interventive 
approaches. This is not a paraprofessional strategy to increase 
the manpower of a clinician. It is the result of intervention 
when the intervention process takes its natural course (Muma,
• 1978, p. 237).
BIBLIOGRAPHY
Adler ,  S. "Social Class Bases of  Language: A Reexamination of
Socioeconomic, Sociophysiological and S o c io l in g u i s t i c  F ac to rs ."
American Speech and H earing A s s o c ia t io n ,  15 (1973), 3-9.
Alevizos,  P. N. and P. L. Berck. "An In s t ru c t io n a l  Aid fo r  S ta f f  
Training in Behavioral Assessment." Unpublished manuscript,  
Camarillo Neuropsychiatr ic  I n s t i t u t e  Research Program, 1974.
Bandura, A.,  ed. P s y c h o lo g ic a l M odeling: C o n f l ic t in g  T h e o r ie s .
New York: Aldine-Ather ton, 1971.
Bloom, Lois ,  and Margaret Lahey. Language D evelopm ent and Language 
D is o rd e rs .  New York: John Wiley and Sons, 1978.
Broen, P. "The Verbal Environment of  the Language-learning c h i ld . "
Am erican Speech  and H earing A s s o c ia tio n  M onographs, 17 (1972).
Bruner, J .  "The Ontogenesis o f  Speech Acts ."  J ou rn a l o f  C h ild  
Language, 2 (1975), 1-19.
Clezy, G. M o d if ic a tio n  o f  th e  M oth er-C h ild  In terch a n g e  in  Language, 
Speech , and H earing. Baltimore: Universi ty  Park P ress ,  1979.
Courtnight ,  J .  A. and I. C. Courtnight.  " I n i t i a t i v e  Modeling as a 
Theoret ical  Base fo r  In s t ru c t in g  Language-Disordered Chi ldren."
Jou rn a l o f  Speech  and H earing R esearch , 19 (1972), 655-663.
Cunningham, Charles E . , Ellen Reul le r ,  Jane Blackwell,  and J en n ife r  
Deck. "Behavioral and L ingu is t ic  Developments in the In te ra c ­
t ions  of Normal and Retarded Children with Their Mothers." 
Unpublished manuscript,  Universi ty  of  Oregon Health Sciences 
Center ,  Por tland ,  Oregon, 1977.
Eyberg, S. "A Parent-Child In te ra c t io n  Model fo r  the  Treatment of 
Psychological Disorders in Early Childhood." Paper presented a t  
the annual meeting of the Western Psychological A ssocia t ion ,  San 
Diego, A p r i l ,  1979.
Hanf, C. and J.  Kling. " F a c i l i t a t i n g  Parent-Child  I n te rac t io n :  A
Two-stage Training Model." Unpublished paper ,  Universi ty  of Ore­
gon Health Sciences Center,  Por t land ,  Oregon, 1974.
Hatten,  J .  T. and P. W. Hatten. N atu ra l Language: A C lin ic ia n -g u id e d
Program f o r  P a ren ts  o f  L an gu age-delayed  C h ild ren . Rev. e d . ; Tuscon, 
Arizona: Communications Sk i l l  Bui lders ,  I n c . ,  1975.
47
48
Hubbell,  R. D. "On F a c i l i t a t i n g  Spontaneous Talking in Young Children."
J ou rn a l o f  Speech and H earing D iso rd e rs , 42 (1977), 216-231.
Hubbell , R. D. Personal communication, January, 1980.
Jones, K. K. Taking a Longer Look: A Manual on th e  TOTS Program.
Port land ,  Oregon: Crippled Chi ld ren 's  Division,  University  of  
Oregon Sciences Center,  1978.
Lahey, M. R eadings in  C h ildhood Language D is o rd e rs .  New York: John 
Wiley and Sons, 1978.
Ling, D. and A. H. Ling. "Communication Development in the F i r s t  Three 
Years of  L i fe . "  Jou rn a l o f  Speech  and H earing D iso rd e rs ,  17 (1974), 
146-159.
Mahoney, G. J .  "Ethological Approach to Delayed Language A cqu is i t ion ."
Am erican Jou rnal o f  M ental D e f ic ie n c y ,  80 (1975), 139-148.
Mash, E. J.  and L. Terdal.  "Modification of Mother-Child I n te ra c t io n s :  
Playing with Children ."  M ental R e ta rd a tio n ,  11 (1973), 11.
Mash, E. J . , L. Terdal ,  and K. Anderson. "The Response-class Matrix:
A Procedure fo r  Recording Parent-Child I n te r a c t io n s . "  Unpub­
l i shed  manuscript,  Univers i ty  of  Oregon Health Sciences Center,  
Por tland ,  Oregon, 1976.
McDonald, J .  D., J.  P. B lo t t ,  K. Gordon, B. Spiegel ,  and M. Hartmann.
"An Experimental P a re n t -a s s i s t e d  Treatment Program fo r  Preschool 
Language-delayed Children."  Jou rna l o f  Speech and H earing D is ­
o r d e r s ,  39 (1974), 396-414.
McGrath, C. 0. Personal communication, November, 1979.
McLean, J .  E. and L. K. Snyder-McLean. A T ra n sa c tio n a l Approach to  
E a r ly  Language T ra in in g . Columbus: Charles E. M e r r i l l ,  1978.
M i l l e r ,  Lynda. "Remediation of Auditory Language Learning Disorders ,"  
in eds. R. J .  Roeser and M. P. Downs, t i t l e  y e t  unknown. New York: 
Brian C. Decker (forthcoming).
Moerk, E. L. "Verbal In te rac t io n s  Between Children and Their Mothers 
During the Preschool Years." D evelopm en ta l P sych o lo g y , 11 (1975), 
788-794.
Muma, E. L. Language Handbook: C on cep ts, A ssessm en t, I n te r v e n t io n .
Englewood C l i f f s ,  N .J . :  P r e n t i c e -H a l l , 1978.
Nelson, K. "S truc ture  and Stra tegy in Learning to Talk." Monographs 
o f  th e  S o c ie ty  o f  R esearch  in  C h ild  D evelopm ent, 38 (1973).
49
Rosenthal,  J .  and G. Weybright. "A New Concept in Language Interven­
t i o n :  I n d i re c t  Language S t im ula t ion ."  Jo u rn a l o f  Oregon Speech
and H earing A s s o c ia t io n .  Portland:  The Oregon Speech and Hearing 
A ssocia t ion ,  8 (1980), 4-5.
S e i t z ,  Sue and R. Hoekenga. "Modeling as a Training Tool fo r  Retarded 
Children and Their P a ren ts . "  M ental R e ta r d a tio n , 12 (1974), 28-31.
S e i t z ,  Sue and Sally  Marcus. "Mother-Child In te r a c t io n s :  A Foundation
fo r  Language Development." E x c e p tio n a l C h ild ren ,  42 (1975), 445- 
450.
S e i t z ,  Sue and Gail R iede l l .  "Parent-Child In te ra c t io n s  as the Ther­
apy Target ."  Jo u rn a l o f  Communication D is o rd e rs ,  7 (1974), 295-304.
S e i t z ,  Sue and Catherine Stewart.  " Imita t ions  and Expansions: Some
Developmental Aspects of  Mother-Child Communications." D evelop­
m en ta l P sych o lo g y , 2 (1978), 763-768.
S e i t z ,  Sue and Leif Terdal.  "A Modeling Approach to Changing Parent- 
Child I n te r a c t io n s . "  M ental R e ta rd a tio n ,  10 (1972), 39-43.
Snow, C. "Mother's Speech to Children Learning Language," C h ild  
D evelopm ent, 43 (1972), 549-565.
Webster, E. J .  "Parent Counseling by Speech Pa tho log is ts  and
A u d io lo g i s t s . " J ou rn a l o f  Speech and H earing D iso rd e rs ,  31 (1966), 
331-339.
Weybright, G. Personal communication, March, 1980.
Winitz,  H. "Full Time Experience."  American Speech  and H earing A s s o c i­
a t io n ,  18 (1976), 404.
Wulbert,  S. I . ,  E. Kriegsmann, and B. Mil ls .  "Language Delay and 
Associated Mother-Child I n te r a c t io n s , "  in M. Lahey, e d . ,  R eadings  
in  C hildhood Language D is o rd e rs .  New York: John Wiley and Sons, 
1978.
Zimmerman, B. J .  and J.  A. Bell .  "Observer Verbal iza t ion  and Abstrac­
t ion  in Vicarious Rule Learning, General iza t ion and Retention."
D evelopm en ta l P sych o lo g y , 7 (1972), 227-331.
A P P E N D I X  A
50
OBJECTIVES OF CHILD'S GAME—A COMMUNICATION EXERCISE
C h ild 's  Game i s  a communication game t h a t  can involve your 
ch i ld  in important communicative experience whether he/she sa y s  any­
th ing  or  not.
The ob jec t ives  of  C h ild 's  Game are
1. To c rea te  a sho r t  period of  continous com m unication  (not 
n e c e s sa r i ly  t a lk in g ) .
2. To expose your ch i ld  to  language r ich  in meaning fo r  him/her.
3. To give your ch i ld  oppor tun i t ie s  to  do and say th ings  you
can respond to .
4. To help show your ch i ld  t h a t  i t ' s  fun to communicate even
when he/she i s  not p e r f e c t  a t  i t .
5. To help you id e n t i f y  important ways you can help your ch i ld
with speech and language development.
P rac t ic ing  these  th ings  encourages your c h i ld  to  continue the 
experimental process so important to  acquir ing and developing speech 
and language s k i l l s .  Working with these ob jec t ives  helps your ch i ld  
progress  a t  h i s /h e r  own pace.
Adapted from C. 0. McGrath, January,  1976.
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C H IL D ’S  GAME COMMUNICATION EXERCISE
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Communicate i n t e r e s t  in YOUR CHILD'S a c t i v i t y  o r  conversation 
fo r  10 minutes of  undivided a t t e n t i o n .  INTRODUCE NOTHING NEW--Y0UR 
CHILD CHANGES THE ACTIVITY OR TOPIC.
How parents  p lay:
1. TAILGATE. WATCH with f u l l  i n t e r e s t  what he/she i s  doing.
2. IMITATE BEHAVIORS, mannerisms o f  your ch i ld  (you d o n ' t  
always have to  t a l k ) .
3. DESCRIBE OR COMMENT on what he/she is  DOING (avoid o ther  
comments, ques t ions ,  r e q u e s t s ) .
4. PRAISE fo r  s p e c i f i c  things  he/she i s  doing (do what he/she 
asks you to  do, answer h i s /h e r  ques t ions ) .
5. IGNORE problem behaviors (immediately p ra i se  and pay 
a t t e n t io n  when he/she s tops misbehaving).
Try not  to
1. Ask questions  t h a t  expect your ch i ld  to do or  say something.
2. Give commands.
3. Show your c h i ld  something he/she h a s n ' t  no ticed by h imself /
h e r se l f .
4. S t a r t  any new a c t i v i t y  or t ry  to change what i n t e r e s t s
him/her.
5. Scold, c o r r e c t ,  c o n t r a d i c t ,  or punish.
C H ILD ’S  GAME is  an e x e rc iser-IT'S NOT MEANT TO BE USED AT ALL 
TIMES! MOST OF ALL, HAVE FUN!
Adapted from C. Hanf, August, 1970 and C. 0. McGrath, January,  1976.
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HOW TO HELP YOUR CHILD WITH SPEECH AND LANGUAGE DEVELOPMENT
1. TALK TO YOURSELF ( s e l f - t a l k ) .  Describe out loud to  your 
ch i ld  what you are see ing ,  hear ing ,  doing a s you do i t 3 e . g . ,  "I wash 
the p l a t e , "  "I dry the spoon," "I put the bowl away." Use s h o r t ,  simple
sen tences ,  and l e t  your ch i ld  know the re  are  words to  descr ibe  a l l  s o r t s
o f  a c t i v i t i e s  and f e e l in g s .  Give him/her words fo r  what he/she sees 
you doing.
2. TALK FOR YOUR CHILD (p a ra l l e l  t a l k ) .  Describe out loud to 
your ch i ld  what he/she i s  see ing ,  th ink ing ,  hear ing ,  and doing a s  h e /sh e  
does i t 3 e . g . ,  "You're throwing the  b a l l , "  "In goes the c a r , "  "Jenny has 
a h a t , "  "Push the b ike ,"  "Mike's pushing the wagon." Give him/her the 
words to describe  the ac t ion  he/she does or  the th ing he/she sees.
3. DESCRIBE LABEL. Use a labe l ing  or  expla ining phrase or 
s ta tem ent ,  e . g . ,  "That ' s  a big b a l l , "  "There's  daddy," "That dog i s  a 
poodle ,"  " I t ' s  ho t ,"  "The pi l low i s  s o f t , "  "That water i s  co ld ,"  "There' 
a f i r e  t ru c k ."
4. REPEAT YOUR CHILD'S WORDS ( im i ta t io n ) .  Repeat exac t ly  what
your ch i ld  says ,  but use c o r re c t  a r t i c u l a t i o n  (p ronouncia t ion ) , e . g . ,  
when the ch i ld  says ,  "widdle wed wabbit ,"  you say, " l i t t l e  red rabb i t"  
without  a demand fo r  him/her to say i t  your way.
5. EXPAND YOUR CHILD'S WORDS (expansion).  Repeat your c h i l d ' s
baby sentences  the way an a du l t  would have sa id  them—without  a demand
to repea t  your words. Doing t h i s  shows him/her t h a t  your understand and
a t  the same time,  i t  gives your ch i ld  a good model, e . g . ,  i f  your chi ld
says "doggy run,"  you say,  "Yes, the doggy i s  running."
Adapted from In d i rec t  Language Stimula t ion Techniques, Portland Center 
fo r  Hearing and Speech
}
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UNIVERSITY OF OREGON HEALTH SCIENCES CENTER
TOTS Program--Parent Education Evaluation Form
The exerc ise  C h ild ’s  Game was introduced to  you during the parent  edu­
ca t ion  component of  the TOTS program as a tool t h a t  might be used to 
f a c i l i t a t e  improved p a re n t -ch i ld  communication s k i l l s .  This ques t ion­
na i re  in v i t e s  your responses to how C h ild ’s  Game was presented to you 
and whether or  not the idea/concept  has proven useful in communicating 
with your c h i ld .  The information you provide wil l  be important in p lan­
ning fu tu re  parent  p re sen ta t io n s .  Please be as thorough and as candid 
as you can.
1. How e f f e c t i v e  and involving were the a c t i v i t i e s  used to exp la in /  
teach C h ild ’s  Gomel
<u
Group d iscuss ion  of  
f a c to r s  promoting good 
communication between 
a d u l t s .
Group d iscuss ion  of 
f a c to rs  promoting good 
communication between 



















c. Role play demonstration
of  C h ild ’s  Game by 
p re sen te r .
d. P rac t ic ing  C h ild ’s Game 
with o ther  paren ts .
e.  Group analys is  of  
before and a f t e r  video 
tapes .
Have you made use of  C h ild 's  Game in in t e r a c t in g  with your 
ch i ld?
Yes No
I f  yes ,  please descr ibe  some of your reac t ions  (and those of  your 
ch i ld )  to playing the game. Please in d ica te  how f requen t ly  you 
have used C h ild ’s  Game.
I f  no, what stopped you from using t h i s  concept?
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3. Some parents  have noted changes in t h e i r  c h i l d r e n ' s  behaviors as 
well as in t h e i r  own while using C h ild 's  Game as an exerc ise  in 




a. Increase in p a r e n t ' s  a b i l i t y  to 
follow c h i l d ' s  lead in play 
(allowing ch i ld  to change top ic  
or  a c t i v i t y ) .
b. Increase in p a r e n t ' s  a b i l i t y  to  
im i ta te  what ch i ld  does or  says.
c.  Increase in p a r e n t ' s  a b i l i t y  to 
describe  what ch i ld  i s  doing or 
saying.
d. Increase in p a re n t ' s  p r a i se  of 
c h i l d ' s  p o s i t iv e  behaviors.
e.  Increase in p a r e n t ’s ignoring 
c h i l d ' s  negative behaviors.
f .  Increase in c h i l d ' s  at tempts  to 
communicate with parent  (using 
sounds, words, or g e s tu re s ) .
g. Reduction in number of  parent  
commands to c h i ld .
h. Reduction in number of  parent  
questions  to ch i ld .
4. What recommendations would you make fo r  fu tu re  p re sen ta t io n s  of
C h ild ’s  Game?
